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ABSTRACT 
The Comparison of the Self-Concept of Young Deaf 
Children with Their Academic Achievement 
and Communication Style 
May 1985 
Margo Elizabeth McMahon, A.A., Miami-Dade Junior College 
B.A., Hartwick Col lege 
M.E.D., Smith College 
C.A.G.S., University of Massachusetts 
Ed-.D., University of Massachusetts 
Directed by: Professor Ronald H. Fredrickson, Ph.D. 
This study examines the measured self-concept of a stratified 
regional sample of 135 deaf children (ages 9-11) with their academic 
achievement and communication styles. Data collection involved the 
use of five primary instruments: The Heggarty-01sen-Wickman Behavior 
Rating Schedule (Divisions III and IV), The Meadow/Kendall 
Self-Interest Inventory, The Meadow/Kendall Social-Emotional 
Adjustment Inventory for Deaf Students (SEAI), The Stanford 
Achievement Test-Hearing-Impaired Edition, and the Performance Scale 
of the Wechsler Intelligence Scale for Chi 1dren-Revised. Three 
additional questionnaires were developed and used: The School Data 
Form, The Teacher Questionnaire, and The Family Questionnaire. 
The study provides descriptive information on the demographic 
characteri s ti cs of the children, their families, and their schools. 
x 
Statistical analyses were made of the children's performance on the 
instruments and the styles of communication used in various 
interactions. The relationship between educationally salient 
demographic characteristics and the communication styles used by the 
children in various Interactions were examined. The relationship 
between the demographic variables and test performance were also 
examined. 
The findings indicated: (1) clusters of specific demographic 
variables (i.e., hearing-aid usage, speech intelligibility, parental 
hearing status, ethnic background) were found to be related to 
communication usage.* (2) Demographic variables involving current 
enrollment status, hearing-aid usage of school, hearing-aid usage 
outside the classroom, the type of hearing-aid used and rated speech 
intelligibility were found to be factors contributing to the measured 
self-concept differences. (3) Student enrollment status, along with 
the present type of program enrollment were consistently related to 
achievement scores in both reading and mathematics. (4) Children 
scoring higher on Reading Comprehension, Mathematics Concepts and 
Mathematics Computation scored better on the HOW II (Social), the 
SEAI--Self-image, and the SEAI--Emotional Adjustment scales. (5) 
Children having the higher levels of self-image, social, and emotional 
adjustment were those whose parents and teachers use increased levels 
of speech without cues. (6) Language proficiency and the ability to 
conceptualize clearly affect the child's capability to successfully 
function in their environment and learn. 
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chapter I 
INTRODUCTION 
...they have formed pictures of their values as human 
beings and of their ability to cope successfully with 
^®1r\ ,envi ronment. Like an invisible price tag, the 
child s self-image is with him wherever he goes 
influencing whatever he does. For some children the taq 
reads: damaged goods." For others it may read: 
soiled, marked down" or "close-out, half-price" 
(Conway, 1971, p. 12). 
Large amounts of funding have been expended on programs for 
"mainstreaming" and providing "equal opportunity" within the least 
restrictive environment for the education of heari ng-impai red 
children. Negligible amounts of funding are being appropriately 
channeled to provide psychological support services for these children 
and their parents. Unfortunately, the area of self-concept has 
captured little interest in the field of education of the deaf, 
judging from the lack of research over the last fifty years. 
The formation of self-concept occurs well before a child enters 
an educational program (LaBenne & Green, 1969; Wattenberg & Clifford, 
1964). By virtue of the child's handicapping condition and the 
profound effect that the parents' values and expectations have on the 
formation of the hearing-impaired child's self-concept, there may be 
reason to suspect the child's academic achievement could be influenced 
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by self-concept. Brookover (1962. 1964). In his study of hearing 
children, found that the child's self-concept of ability and his or 
her achievement in school are correlated (.42 for boys and .39 for 
girls). 
Deaf children learn early to define their limitations. Their 
attitudes of "self" are developed through the reinforcement of values 
transmitted by the parents and eventually by the school. The child 
learns to disregard the attributes and behaviors which are ignored. 
Consequently, the child's true potential may be extremely under¬ 
estimated and a negative self-concept exhibited. Low or overly high 
expectations on the part of the family and eventually the teacher, 
together with the impact of deafness on the child and family, may 
serve only to confirm the child's negative sense of self. Thus, as 
Angyal (1951) states: 
When the parent is too eager for the child to do well 
and is excessively critical of him, he is likely to 
instill in the child the feeling that "something must be 
wrong with me; I can't do anything right." 
When parents distort and exaggerate the child's achieve¬ 
ment, have great expectations of him, they plant the 
seed of self-derogation in him, since deep down he knows 
that he is not that good (pp. 138-141). 
The interaction effect between achievement and self-concept 
appears clear. It is, therefore, important that professionals, 
teachers, and parents consider the emotional as well as the academic 
needs of the child. We must simultaneously work to find an effective 
means to improve and strengthen the hearing-impaired child's self- 
concept as well as academic achievement. Little is known about the 
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relationships between self-concept measures, achievement indicators, 
socio-demographic variables and communication habits among hearing- 
impaired population. Knowledge of such data may prove useful in 
comprehending and meeting the hearing-impaired student's needs in the 
educational setting. 
Purpose 
The purpose of this study is to examine achievement, 
communication habits, and self-concept of a stratified regional sample 
of young deaf children. Information obtained through questionnaires, 
teacher-rating scales, standardized testing and a self-interest scale 
will examine the central variables of interest in this study: self- 
concept, academic achievement, and communication style. 
Definitions 
The following definitions provide a description of technical 
terms necessary for the development of the proposed study. 
Academic Achievement. The ability to handle concepts in the 
areas of vocabulary, reading comprehension, mathematics concepts and 
mathematics computation on the Stanford Achievement Test (Hearing- 
Impaired Edition) as expressed in grade level equivalents. 
Communication Style. For this study, communication style will 
refer to the mode(s) of communication which the child uses to interact 
with his/her environment and vice versa. 
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Deaf. The Conference of Executives of American Schools for the 
Deaf defined the deaf as "those in whom the sense of hearing is non¬ 
functional for the ordinary purposes of life." They emphasized the 
importance of time of onset by dividing the classification into (a) 
the congenitally deaf ("those born deaf") and (b) the adventitiously 
deaf ("those born with normal hearing but in whom the sense of hearing 
became non-functional later through illness or accident") (Davis & 
Silverman, 1970, p. 386). 
D_emographic Variable. A demographic variable is a physically 
measurable population characteristic. For this study, demographic 
variables will include: age, sex, ethnic background, preschool 
experience, etiology of hearing loss, current enrollment status, 
program type, hearing-aid usage at home, hearing-aid usage at school, 
hearing-aid usage outside of the classroom, rated speech 
intelligibility, parental hearing status, educational attainments of 
parents, parental occupation, intelligence, teacher hearing status, 
and years of teaching experience. 
Fingerspel ling. Fingerspelling is an orthographic standardized 
system in which each letter of the alphabet is represented by a 
specific finger position. 
Gestures. Gestures refer to movements of the body or limbs as a 
means of expressing or emphasizing an idea, sentiment, or disposition. 
Intelligence Quotient (IQ). For this study, intelligence 
quotient will refer to the performance score derived from the Wechsler 
Intelligence Scale for Children-Revised Edition (WISC-R). 
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Parent'- The term Parent Will refer to the Individual person or 
persons having legal custody of the deaf child at the time the study 
is conducted. 
Profound Hearing Loss-Profoundly Deaf. The term "profound 
hearing loss: in this study will refer to children with an average 
hearing loss in excess approximately 90 dBHL-BEA or more, which is 
great enough to preclude the development of spoken language "unless 
they receive special education as well as amplification" (Boothroyd, 
1971, p. 40). 
$el f-concept. Self-concept is one's conception of oneself; 
"what a person thinks of himself" (Hawk, 1958, p. 3). Self-concept 
will be measured by the results of the Meadow-Kendal 1 Self-Interest 
Inventory, two scales of the Heggarty-01 sen-Wickman Behavior Rating 
Schedule, the Meadow/Kendall Social-Emotional-Adjustment Inventory, 
scores for the Stanford Achievement Test, as well as responses from 
parents, the teachers and the school to individual questionnaires 
pertaining to tne child. 
Severe Hearing Loss. The term "severe hearing loss" in this 
study will refer to children with an average hearing loss of 85 to 90 
dB for the speech frequency ranges (500 Hz, 1000 Hz, and 2000 Hz). 
Severe to Profound Hearing Loss. The term "severe to profound 
hearing loss" will be used to describe the children with an average 
hearing loss from 85 to 90 dB for the frequencies of 500 Hz to 1000 Hz 
and no response at 2000 Hz and beyond. 
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Sign Language. Sign language is a message which "consists of 
intricate visual patterns produced by gestures and received by the 
eye. Each gesture is made by one or both hands, held in a specific 
configuration and at a particular portion of the message sender's 
body; the hand(s) are either still or traverse a certain motion for a 
particular meaning" (Schlesinger, 1972, p. 31). 
Speech^ For this study, speech will refer to the system by 
which speech, speechreading/1 ipreading, and any residual hearing are 
used. 
In the next chapter, pertinent literature will be reviewed as it 
relates to the purpose of this study. Specific hypotheses will be 
listed at the beginning of Chapter III. 
CHAPTER II 
REVIEW OF THE LITERATURE 
We can distinguish very definitely between the self and 
the body. The body can be there and can operate in a 
very intelligent fashion without there being a self 
involved in the experience. The self has the character¬ 
istic that is an object to itself, and that character¬ 
istic distinguishes it from other objects and from the 
body.... It is the characteristic of the self as an 
object to itself that I want to bring out. This 
characteristic is represented in the word "self," which 
is reflexive, and indicates that which can be both 
subject and object (Mead, 1934, pp. 136-137). 
Of critical importance to the young deaf child is the 
"environmental" reaction to the child's congenital disabilities. The 
deaf child not only has to face the physiological factor of 
disability, but also the emotional reaction of the society in which 
the child lives. Even more important, the child must face the 
response of family, a response which may have more impact on the 
child's physical and emotional growth than deafness itself. There is 
evidence that parental reaction to the deaf child often results in the 
development of psychological overlay in addition to the child's 
deafness; the basis for this assumption being that the child's 
adjustment begins in the home (Goldfarb, 1945; Kirk, 1938). According 
to Brill (1934): 
The little deaf child, especially before he enters 
school, is likely to have an extremely warped emotional 
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development. Seldom do the parents of a deaf child 
understand the problem confronting them, and usually 
indulge all of the child's whims through a mistaken 
sense of pity or love-The parents have not learned 
to understand the child's means of expressing himself in 
gestures, nor do they realize that the child does not 
comprehend their commands, and the child is punished for 
disobedience or misbehavior when there is absolutely no 
blame attached to him- In either case, the foundation 
is laid for serious emotional problems later in life (p. 
282). 
The conception of self develops as the child sees the person 
that is mirrored in the responses and actions of others—in this 
instance, the parents' responses to the child as well as the child's 
responses to the parents. The child then grows through contact and 
interaction with parents initially, then through "significant others" 
in the child's sphere of contact (Cooley, 1922, p. 183). As pointed 
out by Mead (1934): 
The individual experiences himself as such, not 
directly, but only indirectly, from the particular 
standpoints of other individualized members of the same 
social group, or from the generalized standpoint of the 
social group as a whole to which he belongs. For he 
enters his own experience as a self or individual...and 
he becomes an object to himself only by taking the 
attitudes of other individuals toward himself within a 
social environment or context of experience and behavior 
in which both he and they are involved (p. 138). 
The birth of a child is eagerly anticipated during pregnancy. 
On a conscious level, it rarely occurs to the parents that their child 
might be anything but perfectly healthy. Parents of the congenitally 
deaf child who are not knowledgeable about deafness are usually 
unprepared to face their role as parents of such an infant. Even 
parents who are aware of the possibility of deafness due to hereditary 
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factors are still somewhat shocked upon learning that their child is 
deaf. Knowledge about the etiology of deafness helps parents to cope 
emotional responses to their child's condition (Oavis, 1961. 1963; 
Easson, 1966; Meadow, 1963; Moores, 1978). 
Parents may experience emotional difficulties from the time they 
suspect their child's deafness to the time the physician(s) informs 
them about what can be done for the child. Feelings of 
disappointment, embarrassment, anger, sorrow, and guilt may often be 
manifested by the child's parents. These feelings often continue as 
the child grows older. Anxieties develop when answers to questions 
about their child are not found. These anxieties may take the form of 
overprotecti veness, oversolicitousness, overaffection and rejection. 
In retrospect, parental anxiety may deprive the child of opportunities 
of self-growth (Heisler, unpublished manuscript, pp. 1-11). 
Central to the thought of parental anxiety is the idea that the 
child's perception of "self" arises out of their social-emotional 
interactions with their parents. According to Brooks (1963): 
The child appears upon the scene without self; the self 
is a social product conceived and born in the process of 
social interaction (p. 28). 
The child internalizes the values and prohibitions that "significant 
others," particularly with mother, transmit at an early age. Mead 
(1934) and Sullivan (1953) both concluded that the child's interaction 
with "significant others" is necessary for the development of a social 
self. Manis (1958) reported that the child's self-esteem is closely 
related to the parents' reported level of regard for their child. 
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Merrill (1965) also noted that the primary source of social 
interaction is the family. It is within the family constellation that 
the child obtains their first impressions of human conditions. 
For deaf children, their initial associations with their parents 
take the form of action and reaction. This is especially true during 
the phase when the diagnosis of deafness has been confirmed. The 
impact of deafness and its effect upon early parental interaction and 
the early development of self is described by Pfeutz (1954): 
The vocal gesture has an importance here which no other 
gesture has. If a vocal gesture uttered by one 
individual leads to a certain response in another, it is 
simply a symbol of the act; but where it arouses in the 
speaker the tendency to the response, Mead calls it a 
"significant symbol." But among all such significant 
symbols. Mead finds that the vocal symbol is best suited 
to transform the biologic form into a minded individual. 
Ho other gesture or symbol is so successful in affecting 
the individual similarly as it affects others. The 
unique and crucial importance of speech is that it alone 
stimulates the hearer. The speaker can hear what he 
says and in hearing what he says he is enabled to 
respond to his own utterance in the same manner in which 
the hearer might respond.... It has been the vocal 
gesture that has provided, more than any other thing, 
the medium of social organization in human society (p. 
71).... Speech is a journey to the dwelling of other 
men.... Language is the mark of man. We are literally 
talked into self-hood (p. 301). 
Human communication requires an interaction in which thoughts, 
concepts, and emotions are imparted. Deafness conceals an obstruction 
to the development of communication. The child's inability to .hear 
and speak may serve to separate the child from the parents. The 
child's inability to live up to parental expectations as a result of 
deafness is pointed out by Meadow (1967): 
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...he is less likely to provide his hearing parents with 
the gratifications of parenthood which they have come to 
expect. The deaf child cannot respond as readily to the 
interaction which the parent initiates. This is one of 
the communicative consequences of deafness for the young 
child and for his parents. The inability of the child 
to live up to the parents expectations can have 
burgeoning implications for the child's self-imaqe (d 
47). s H 
Parental interaction thus may be jeopardized by the presence of the 
sensory deficit. As a result, the early formation of the "person's 
total appraisal of his appearance, background and origins, abilities 
and resources, attitudes and feelings, which culminate as a directing 
force in behavior" may be seriously affected (LaBenne & Greene, 1969, 
p. 10). 
Family turmoil often develops as a result of the unusual demands 
on time, energy and finances a handicapped child presents. The deaf 
child may make dependency demands upon the parents, especially the 
mother. In turn, the child may receive attention or support beyond 
that given to other children in the family. Faced with the increased 
demands in caring for the child, the mother must also deal with her 
personal reactions to having conceived a deaf child. Financial 
worries of caring for the handicapped child may lead to tensions which 
further aggravate family problems. Interpersonal relations between 
husband and wife may deteriorate to the point of marital separation or 
divorce (Easson, 1966, p. 453). 
1? 
These are not all of the problems faced by the deaf child's 
family. The relatively simple emotions and reactions that naturally 
occur in the beginning may develop into complex adjustment problems 
which affect the behavior of all family members. It must not be 
forgotten that the parent-child relationship is a dynamic one in which 
the child influences the parents and the parents influence the child. 
The family is an integral part of the deaf child's sense of 
well-being and acceptance. The child's general adjustment and 
motivational patterns develop together. Both are consequences of the 
child's early emotional interactions with parents and other siblings. 
There is reasonable evidence that the understanding and acceptance of 
"significant others"/parents are the keys to the child's psychological 
growth, self-acceptance and self-image. The importance of the role of 
"significant others" was confirmed by Baldwin (1949), Brookover 
(1965), Davidson and Lang (1960), Manis (1958), Merrill (1965), Meyers 
(1966), Rosenberg (1965), and Videbeck (1960). It has also been shown 
that dependency, aggression, and achievement needs develop early as a 
result of learning experiences within the home (Erickson, 1964, p. 
94). 
With these insights, one may understand the effects of positive 
parental regard on the child's concept of self and self-acceptance. 
For the child deafened at birth or during infancy, the family 
moderates attitudes relating to the child's handicap. This is 
illustrated in the statement made by Kagen (1967): 
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...a child presumably learns self-descriptive statements 
whose contents touch the salient attributes of the 
farnil^mediat thG deaf ch,l1d may be assumed that the 
deafn/ss (p m)™ 3ttUudeS re9ard1n3 »l*'her 
In her study of blind adolescents, Sommers (1944) also reflects 
this point: 
The feelings which the individual has with regard to his 
wn inferiority, incompetence, uncertainty and the 
realization of his physical defect seem to be 
conditioned principally by the attitude of those around 
wh?AHe^eClal y h1s parents* Moreover, the manner in 
which the defect is accepted by the handicapped person 
appears to be closely related to the manner in which it 
is accepted by those surrounding him. This seems to be 
particularly true for those who are born with a physical 
incapacity or who have acquired it at a very early age. 
It is not so much the physical fact of being without 
sight, as the psychological fact of being treated as a 
person without sight, which is the source of mental 
conflicts and feelings of inferiority and insecurity for 
the blind person (pp. 98-9). 
on 
Adjustment and Physical Handicap 
A number of published studies clearly indicate the differences 
in personality variables and adjustment between handicapped and 
non-handicapped children. For the purpose of this study, it was felt 
that the information obtained from these studies could be applicable 
to the deaf population. 
Mussen and Newman (1958) attempted to discover specific factors 
that significantly relate to the child's general adjustment to 
physical defect, assuming that these factors affect acceptance and may 
be reflected in the child's personality structure, goals and 
14 
aspirations. They selected 30 children from a total population of 79 
handicapped children in an elementary school in Ohio. Those selected 
were determined to have either the highest (N=14) or the lowest (N=13) 
degree of adjustment based on a teacher rating scale of personality 
characteristics and the Thematic Aperception Test (TAT). A greater 
proportion of well adjusted children had high total need dependency 
scores (64%), while a greater proportion of poorly adjusted children 
also showed statistically significant scores for recognition (61%), 
and understanding (61%), while the well adjusted demonstrated high 
scores for affiliation-others (64%). The areas of achievement, 
dominance and affiliation-parents were not significantly different for 
the two groups. The results of the study demonstrate that there is a 
positive correlation between the handicapped child's motivational 
system and the quality of his adjustment. 
A drawback of this study was the use of the TAT. Because of its 
projective nature, the use of the TAT raises the question whether TAT 
scores have discriminant validity for indexing the degree of 
adjustment. The research infers that the individual's general 
adjustment and motivational patterns develop together. Both are 
related to the early interaction between parents and children. 
Parents who create a home atmosphere which provides the deaf 
child with a sense of security as well as adequacy, and those who 
understand the special problems of their child are likely to handle 
situations in a sensible and realistic way. As a result, the child 
understands the importance of independence and is in turn able to 
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acknowledge some degree of dependence on others. In such a family, 
social acceptance lies In being one's self. Thus, as Rogers (1951a) 
points out: 
It is 
As long as the self-Gestalt is firmly organized, and no 
contradictory material is even dimly perceived, then 
positive self-feelings may exist, the self may be seen 
as worthy and acceptable, and conscious tension is 
minimal. Behavior is consistent with the organized 
hypotheses and concepts of the self-structure (p. 191). 
likely that the handicapped child is more apt to achieve if the 
family setting encourages acceptance and development of needs, motives 
and aspirations consistent with the disabling condition. 
Theoretically, parental restraint in fostering responsibility and 
independence may contribute to the child's social inmaturity (Karker, 
et al., 1953). 
Cruickshank ( 1952) administered a sentence completion test to 
264 physically handicapped youths in junior-senior high schools across 
the country. The youths were matched to an equal number of 
non-handicapped control subjects of the same age. The test was 
constructed to evaluate the youth's self-concept as it related to (a) 
family, including both parents and (b) society, including peer group. 
Categorization and an analysis of responses showed that the 
handicapped group demonstrated better relationships with their mothers 
than with their fathers. The control group, however, showed better 
relationships with their fathers than did the handicapped group. In 
light of earlier comments concerning the increased time demands and 
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dependency placed on the mother's relationship by the child, one would 
expect the handicapped child's relationship with the mother to be 
stronger. The handicapped group appeared to have a tendency to 
withdraw from social contacts and to be less able to evaluate 
interpersonal relationships than was the control group. Fewer normal 
adolescent interests were revealed by the handicapped group; instead, 
the handicapped group achieved substitute satisfactions through 
fantasizing. Cruickshank concluded that the adjustment of the 
handicapped group was less mature than that of the normal group. 
Despite this unsatisfactory adjustment, the handicapped children 
appeared to be satisfied with the "status quo." 
It seems reasonable to suggest that the handicapped child tends 
to maintain and preserve the ego structure rather than to adapt the 
ego to a new circumstance. Consequently, the image is not improved 
and one would expect a low self-image. 
Information gathered by Smock and Cruickshank (1952) suggests 
that social relationships may be a special problem area for the 
handicapped children in this study. They explained that the child's 
desire for and fear of joining in such relationships create feelings 
of anxiety. The Rosenwig Picture Frustration Study was administered 
to 30 handicapped children and 30 non-handicapped children who were 
matched for age, sex and I.Q. An analysis of the data suggests that 
there is a significant difference between the two groups' reactions to 
frustration and to the direction of aggression. The handicapped 
children responded to the frustration as a threat to their ego. The 
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normal children responded to the frustration as a specific need or 
interference with Mediate goal activity. The handicapped child “Is 
likely to ignore the barrier to need satisfaction and/or project blame 
and hostility upon the agent of frustration" (p. 164), whereas his 
non-handicapped counterpart is able to judge and deal with the 
situation more successfully and permanently than the handicapped 
child. There is, then, indication that the handicapped child is 
unable to deal with negative innuendos concerning one's adequacy which 
may be perceived as a threat to the ego and the self-concept. 
The major problems faced by the handicapped individual appear to 
be not only the physical problems but also the social and 
psychological elements of the disability. Menninger (1949) states 
that for the handicapped individual, "his final solution is dependent 
very largely on the attitudes and behaviors of the people around him" 
(p. 4). 
An explanation of the individual's self-appraisal as seen 
through others' appraisal can be found in the phenomenological theory 
of behavior outlined by Cooley. Cooley (1902) implied that the 
individual's self-concept develops as one sees a reflection of the 
sel f-mirrored in the actions and responses of others. A social being, 
the individual grows through daily contact with others and learns to 
interpret the actions and reactions to others. Cooley termed this the 
"looking glass self" (p. 4) and further states: 
The thing that moves us to pride or shame is not the 
mere mechanical reflection of ourselves, but an imputed 
sentiment, the imagined effect of this reflection upon 
another's mind (p. 184-185). 
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In his investigation of children who had contracted polio, Davis 
(1963) established that physical appearance was the first area where 
the handicapped child begins to notice significantly his differences 
from others. These children found the "literal looking glass 
self"'”'the likeness of who and what they were~as the likeness most 
difficult to accept (p. 143). The handicapped child then either would 
tend not to perceive or would tend to distort those characteristics 
not enhancing one’s self-concept. Wylie (1961) sees processes such as 
drives, unconscious motivation, repression or denial occurring as a 
result of perceiving personal incongruencies and discrepancies (p. 7). 
On the other hand, Rogers (1951a, b) states: 
Although the individual whose self-concept is 
incongruent with reality may be vulnerable, the extent 
to which he dimly perceives these incongruencies and 
discrepancies is a measure of his internal tension and 
determines the amount of defensive behavior (1951a, pp. 
191-2).... He may have some experiences which are 
inconsistent with his perception, but he either denies 
these experiences to awareness or symbolizes them in 
such a way that they are consistent with his general 
picture (1951b, p. 321). 
For the deaf child, one would assume that it is not so much what 
is said verbally to them about their deafness, but rather what is 
seen, dramatically communicated to them through facial expressions and 
physical behavior that is important to their self-image (Baron, 1955; 
Schlesinger A Meadow, 1972). 
The child then perceives the self from the perspective of 
learning from prior cues, from what others reactions to their acts 
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Will be. The deaf child Is more readily exposed to the subtle 
expressions of contempt or exclusion by overt negative reactions. The 
child does not have to hear auditorily the responses of others In 
order to understand the reaction. The child uses the visual cues from 
previous experiences in a variety of situations to ascertain the 
degree of interaction that will occur. The danger to the child's 
interaction and eventual self-concept is pointed out by Davis and 
Silverman (1963). 
Even though he can understand words that are spoken to 
him, he may be unaware of the emotional content of the 
speech, since this must often be judged solely on the 
basis of the tone of voice used by the speaker. The 
deaf child is restricted to judgments based on facial 
expressions, and he may thus react inappropriately in 
many social situations (p. 428). 
It is likely that continuous negative reaction would affect the 
child's educational, social and emotional growth (Conway, 1971; 
Gordon, 1969; Kohl, 1967; Moores, 1978; Richardson et al., 1961; Zuk, 
1962). 
Hartman (1950) states that the child's emotional adjustment to 
self-image is in a large part due to the pleasure or displeasure 
emotionally significant people find in the child's appearance. 
Goldfarb ( 1964) suggests that the more physical self-appearance is 
felt to be something evil, wrong or unloveable, the more the child's 
personality is handicapped in its inherent functioning and growth 
potential. The deaf child in being deprived of meaningful auditory 
stimulation and information laden environmental feedback, does not 
have much data upon which to establish a self-image. Consequently, 
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the child may also perceive him/herself as something bad, evil or 
unloveable unless the feedback is otherwise. 
Meyerson (1955) in applying Lewin's field theory to the deaf, 
points out that the deaf child is placed in a new, unmapped, unmarked 
psychological situation each time the child enters an encounter for 
which self-expressive language does not exist. As the child's 
perception of the encounter varies, so the child's actions vary. 
Accommodation to the situation commonly results in: (1) a withdrawal 
into the deaf world, with a rejection of the hearing world; (2) a 
longing to be a part of the hearing world, despite limitations, with a 
rejection of the deaf world; and (3) an admittance into "the large 
area of commonality that exists between those who have impaired 
hearing and those who have normal hearing" (p. 155). Meyerson 
emphasized the third pattern, stating that deafness "need not surround 
the person, but only certain areas of the life space." As a result, 
the child should earn to recognize the boundaries which are affected 
by one's limitations. However, Barker (1958) points out that one of 
the problems characteristic of the deaf is a "lack of any clear 
differentiation between the things they can do and the things 
obviously beyond their reach" (p. 239). 
Deafness and Self-Concept Research 
Research in the area of personality development and the self- 
concept of young deaf children has been inhibited by the effects of 
deafness on the child's language development. Test validity is 
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Strongly affected when the language of the test Interferes with Its 
purpose. A careful search for studies on self-concept and the deaf 
revealed few sources. Literature dealing with self-concept and young 
deaf children revealed two recent Investigations and one published In 
1 936 . A summary of these studies will follow. Two other 
investigations dealt with the deaf adolescent but will not be fully 
discussed. Specific research comparing the deaf child's self-concept 
with their academic achievement and communication style was not found, 
which suggests that the investigation undertaken in the sequel is 
unique. 
Brunschwig (1936) compared deaf and hearing children on the 
Roger s Test of Personality Adjustment (a self-report inventory). The 
results of her study indicated that the deaf tended to rate themselves 
as superior to other children. Barker (1953) notes that this 
character!'stic may be an attempt to rationalize a basic feeling of 
inadequacy or may possibly be a reflection of feelings of actual well 
being. Barker further notes that the child may also feel superior 
because of "overpraise by his teacher for relatively minor 
accomplishments" (p. 200). Brunschwig also reported that the deaf 
showed more consistent maladjustment scores than their hearing peers 
in the areas of General Adjustment, Social Adjustment, School 
Adjustment and Home Adjustment, with the marked difference being in 
measures of social adjustment. She suggested that the psychologically 
different environments for both groups may be responsible for such 
scores, as she states: 
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Furthermore, psychologically dissimilar school and home 
environments for the deaf and hearing contributed to the 
parity of these two groups. There Is a possibility that 
the inventory responses of the deaf might have been 
influenced by their different living conditions, their 
peculiar form of bilingualism, and their characteristic 
language retardation with its various concomitants. But 
the extent to which these or other factors played a part 
remains unknown (pp. 134-5). 
Considering the fact that large segments of the deaf pODulation 
are educated in residential schools, it is reasonable to expect that 
residential living would influence their social development and 
maturity. It is true that the secure environment of the residential 
school may provide a climate where the deaf child may identify with 
other hearing-impaired children and teachers. However, it may also be 
the case that within this environment the child's perception of self 
does not reflect the association of the impact of society's restraints 
and attitudes toward anomalous persons (Barker, 1953). Meadow (1976) 
validates Brunschwig's observation stating: 
Residential living influences the development of 
maturity although most administrators today are aware of 
these factors and attempt to create an environment that 
encourages independence. Some of the disadvantages of 
the residential setting stem from the nature of 
dormitory life and administrative hazards inherent in 
large institutions. When children live together in 
groups, it is necessary that rules be made that can be 
applied to the group, sometimes conflicting with the 
needs of individual children. Chores that might be 
assigned to children in their family settings may be 
performed by maintenance personnel in an institution. 
Opportunities for privacy and space for private 
activities are less frequent in a residential school 
than in a home. When students reach the age when 
boy-girl relationships begin to be explored, both 
parents and school personnel become anxious about the 
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possible consequences of sexual activities. This leads 
to restrictive rules and fewer opportunities for the 
development of relationships than might be found in the 
family environment of other adolescents. Thus the 
limited social opportunities of the deaf adolescent in 
the residential school can add to an already 
underdeveloped sense of self-responsibility and social 
immaturity (pp. 69-70). 
In 1965 Craig reported a study of the self-concept of deaf and 
hearing children ages 9-12 years, comparing three groups of children 
from the following settings: a residential school, a day school, and 
a regular public school. Utilizing a basal language, pictoral adapta¬ 
tion of Schiff's (1960) sociometric instrument, she compared the 
children's predicted sociometric ratings with actual sociometric 
ratings. A resulting index of the perceived self showed that the 
self-acceptance of the residential group was significantly higher than 
the non-residential groups. However, the children from the 
residential group were less accurate in their self-perception of 
measures of social expansiveness. Craig interpreted this inaccuracy 
of the child's measure of self-concept to be a function of the deaf 
child's language deficit. She also indicated that the high self¬ 
acceptance scores of the residential group was "dependent more upon 
the intitutional living than upon deafness per se" (p. 472). A 
further examination of her study showed that the residential group had 
a higher ingroup consistency than the non-residential groups which may 
be a function of the type of program attended. Craig summarizes her 
study by stating: 
As the accuracy of self-concept cannot be attributed 
to--nor excused by--institutional living, a greater 
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rt“pf0ns’bfih1!y wou’d seem t0 fal1 UP°" schools for the deaf, both day and residential. Education for an 
accurate concept of self could well be justified as a 
primary means for providing clearer boundaries for both 
old and new psychological situations. A fairly definite 
idea both of his own limitations and his own assets 
would provide the deaf child with a more stable working 
base and would reduce the strangeness of unknown 
situations by giving a known point of reference—the 
self. Further, increased self-confidence, or confidence 
in accuracy of self-evaluation should encourage more 
exploration into new situations, in turn allowing more 
frequent experiences and a better differentiated concept 
of self (pp. 472-73). 
Craig's reports are consistent with the earlier research of 
Brunschwig (1936). Her research substantiates earlier comments 
discussed by Meyerson (1955) in calling for the deaf child's 
awareness of self, as well as an awareness of the limitations which 
exist for the child because of deafness. 
Research reported by Myklebust in 1960, support the hypothesis 
that profound early childhood deafness limits social interaction and 
environmental feedback which in turn influences the development of the 
child's self-concept. Using a stratified sample of deaf children and 
adolescents in residential school programs (N=511) and day school 
programs (N=310), a comparison was made with a control group sample of 
hearing children (N=274) on The Drawing of the Human Figure Test. An 
evaluation of the test results disclosed significant differences 
between hearing-impaired children and hearing children in perceptions 
of body image. Students in the residential school group showed 
greater distortions in person-perceptions, as indicated by drawings 
that were "more naive, less mature, and more primative perceptually" 
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(p. 163). Myklebust ascribed this decreased "autocriticism" to a lack 
of or delay in normal ego development. Scores on mood characteristics 
disclosed a consistent trend for deaf children in residential schools 
to draw figures indicating positive moods of happiness and enjoyment. 
The deaf children in day programs drew figures reflecting negative 
moods of unhappiness, aggressiveness, or hostility. Myklebust 
inferred that heari ng-impai red children in day school programs were 
"less happy and showed more emotional conflict" (p. 166). The day 
school environment presented a more emotionally stressful situation 
for the child. 
The studies mentioned above suggest that the deaf child's 
self-concept is affected by the child's experiences interacting with 
others. These interactions transmit an important source of feedback 
which is internalized by the self. A major source of interaction for 
the deaf child is the living environment, namely, the school for the 
deaf. Differences in self-concept between the deaf and hearing 
children are indicated. However, it is unclear whether or not these 
differences may also be a function of the deaf child's language 
deficiency. Brunschwig (1936) points this out by saying: 
...those who hold that the psychology of the deaf is 
different might well question the validity of the 
results from the application to the deaf of inventories 
standardized for the hearing (p. 29). 
The research of Meadow (1967, 1968, 1969, 1971, 1972) contrasts 
the observations of Brunschwig, Craig and Myklebust. Meadow examined 
the development of the self-concept of young deaf children at the 
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California School for the Deaf at Berkeley from the perspective of the 
ch11 d' s interaction with "significant others." She hypothesized that 
deaf children of deaf parents would manifest significantly higher 
self-image scores compared to deaf children of hearing parents. 
Fifty-eight deaf children with deaf parents were Individually matched 
to a group of deaf children with hearing parents on the basis of sex, 
age, I.Q., hearing status, family size, and socioeconomic status. 
Unfortunately, similar data was not collected from hearing children. 
Meadow designed an instrument which "combined a cartoon-like 
presentation with written words plus illustrations of the manual signs 
for the adjectives used" (1969, p. 433). Six adjectives, describing 
varying dimensions of "self-hood" and known by the youngest children, 
were chosen as the foundation for the child's sel f-appraisal. Three 
positive and three negative adjectives were used in conjunction with 
sentences involving the children's relationships to themselves, to 
their mothers, fathers, teachers, counselors, and other boys and girls 
at school. Meadow then devised a rating scale which she felt measured 
the child's self-image. The items of "self-esteem," 
"self-confidence," and "adjustment to deafness" were independently 
evaluated by the classroom teacher and two dormitory counselors for 
each child. These three ratings served to validate the child's score 
on the Self-Interest Inventory. An "Index of Family Climate" was also 
devised to compare "family stability and socioeconomic status" (1967, 
p. 97). Meadow interviewed both deaf (N=34) and hearing (N=34) 
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parents in order to elicit a picture of the impact, response and 
adjustment of the family to the deaf child" (1967 , p. 93). 
An analysis of the data supports Meadow's hypothesis. Signifi¬ 
cant differences (p < .03) were found between deaf children with deaf 
parents and deaf children with hearing parents when the results of the 
Meadow Self-Interest Inventory were compared. It is conceivable that 
this difference may be the result of an interaction between role-model 
identification and effective communication. Deaf children of deaf 
parents whose families were "high" on the "Index of Family Climate" 
revealed a higher mean ranking (78.9%) when compared with deaf 
children of hearing parents whose families were rated "high" (49.6%) 
on the Index. Meadow suggested that "high" ratings for the family 
climate of deaf children with hearing parents may be a function of 
socioeconomic status. Hearing parents are more apt to have higher 
educational and occupational attainments when compared to the deaf. 
Parental attainments may then be transferred onto the child in the 
form of inappropriate expectation levels. 
A comparison of the mean ranks of scores on the Meadow 
Self-Interest Inventory showed little difference among deaf children 
of deaf and hearing parents who are doing well in school. However, 
Meadow indicated that deaf children of hearing parents with a "high" 
Family Index could be expected to score "high" on the Self-Interest 
Inventory if they were also achieving in school. 
The impact of Meadow's study gives credence to the belief that 
positive interaction between the child and "significant others" is an 
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important factor affecting the child's self-concept. Parental 
acceptance, understanding, and realistic expectations effect the 
quality of such interaction between the deaf child and their parents. 
One can only surmise that such components are related to the higher 
self-concept levels of deaf children with deaf parents. 
Deafness, Parental Hearing 
Status, and Seif-ConcepT 
The effects of deaf and hearing parental attitudes are also 
substantiated in the research of Altshuler and Sarlin (1963), Brill 
(1960), Gordon (1969), Levine (1960), Neuhaus (1969), and Ranier, 
Altshuler and Kallman (1966, 1969, 1971). Their research provides 
further evidence about what effect parental hearing status had on 
functional abilities of deaf children. 
In her clinical assessment of case histories of young deaf 
children, Levine (1960) found rejecting family attitudes to be a 
common factor in some of the most deeply rooted emotional and learning 
problems. Family rejection may be concealed behind a guise of surface 
acceptance. The outward appearance of "concern, 'self-sacrifice,' 
overprotection, and the like actually conceal deep hostility" (p. 
142). Levine further states that: 
Where parents are deaf and deafness is a family 
circumstance, the individual is generally more fully 
accepted and, as a child, subjected to less emotional 
tensions than in families where deafness is an 
unprecedented occurrence. Feelings of taint often 
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associated with hereditary conditions are a common cause 
of rejection of congenitally deaf persons in families 
where deafness is an unprecedented or sporadic 
occurrence. The most acute fears of an hereditary cause 
° , eaJ"esS are t0 be found amon9 the hearing parents 
and siblings of the congenitally deaf.... The effects of 
such attitudes and tensions upon a deaf child's 
adjustive environment are obvious (pp. 142-43). 
Gordon (1969), in a study which is applicable to the deaf, 
looked at the development of self-concept among young children. 
Paralleling Levine's (1960) findings, he concluded that the child's 
negative personality assessment and sense of self-worth appeared to be 
related to a history of rejection and unrewarding childhood 
experiences. Gordon theorized that the inception of the negative 
self-concept originates in the early years. Further, the manner in 
which the youngster appraises self-worth is affected by the way in 
which "significant others' regard the child. Continuous negative 
self-appraisal in a young child proved to be as damaging as physical 
illness (p. 378). 
Research on deafness and schizophrenia conducted by Altshuler 
and Sarlin (1963) and Rainer, Altshuler and Kallman (1966, 1969, 1971) 
substantiates the consequences of parental response and behavior 
toward young deaf children and deaf adolescents. They reported that 
the language deficiency resulting from profound early childhood 
deafness and the concomitant lack of communication between the parent 
and the child were common factors found in maladjusted deaf children. 
Hearing parents incapable of dealing with their own feelings of 
resentment, guilt, anger and frustration over the child's deafness. 
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transfer these feelings onto the child in the form of rejection and 
withdrawal of affection. The research suggests that the child senses 
these responses and internalizes them to such a degree that severe 
personality disorders develop as a consequence. 
Utilizing a questionnaire which attempted to measure emotional 
adjustment of deaf children and adolescents, Neuhaus (1969) reported 
that adjustment was significantly related to the child's perceptions 
of positive parental attitudes, be they the parents deaf or hearing. 
These findings are consistent and concur with earlier research 
reported by Meadow (1967). 
Brill (1960) used adjustment ratings done by a group of teachers 
and admimstrators and found that "children with deaf parents and with 
deaf siblings have more ratings at both extremes, while those children 
who are deaf children of hearing parents who scores 'low' on the 
Family Index were found to have a low self-image." Brill's research 
suggests that deaf parents may also be found to exhibit maladjusted 
behaviors. Maladjustment was not limited only to hearing parents. 
Low self-image scores were also shown by deaf parents. 
Academic Achievement and Self-Concept 
Only one study in the literature specifically relates the issue 
of the self-concept of young deaf children to academic ability. The 
most probing research into the relationship between self-concept and 
academic achievement has been done with hearing children. The 
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following brief discussion of this research substantiates the 
existence of this relationship. 
In the only study specifically including deaf children, Joiner, 
Enkson, Crittenden and Stevenson ( 1969) found that self-concept 
measures of academic ability for both deaf and hearing adolescents 
were more positive predictors of academic achievement than were 
intelligence measures. They suggested that the deaf child's academic 
abilities may be expanded through the child's increased awareness of 
the positive self. 
Bledsoe (1967), Borislow (1962), Caplin (1969), Lowther (1963), 
and Reeder (1955) reported that academic achievement was related to 
positive feelings of self. Extensive research reported by Brookover 
(1961, 1964, 1965, 1967), along with the studies mentioned above, 
validate the Joiner et al., (1962) study. In his 1962 study of 1,000 
seventh-grade students, Brookover found that self-concept of academic 
ability measures and intelligence measures are independent functions 
in terms of predicting academic achievement. Furthermore, the 
student's self-concept of academic ability is positively correlated 
with the student's perceptions of how “significant others" see the 
student. 
In a later study, Brookover (1967) concluded that students who 
reported a low self-concept of academic ability seldom achieve at 
above-average levels. However, he noted a significant number of those 
students who reported a high self-concept of academic ability do not 
achieve at a high level. The research suggested that a higher rating 
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r»ay also be a means of ego protection. However, though the student's 
self-concept Is an Important variable. It Is not the only variable 
necessary to determining academic achievement. 
The investigation of Frazier and Combs (1958) suggest that 
children who perceive themselves as being failures will behave as 
failures. The researchers found that those students who failed in 
reading and spelling did so because of their attitudes toward the 
task, despite their real ability to complete the task. Positive 
regard for self affect the child's perception of a task. 
The research suggests that a positive self-concept is essential 
to academic achievement. However, the converse may also apply—that 
academic achievement is essential to the child's concept of self. 
In working with parents to improve the parent/child relationship 
as well as the child's self-concept, Brookover (1965) and Conway 
(1971) found that changes in the child's self-concept were related to 
corresponding changes in academic achievement. 
Changes in achievement were found to affect the individual's 
self-concept (Carlton & Moore, 1966; Oilier, 1954; Gibby & Gibby, 
1967). Dyson (1967) also studied the effect of success and failure on 
self-concept, finding a lower self-concept when failure occurs. 
The importance of self-concept, as well as its impact on 
academic achievement, is summarized by Conway (1971) who states: 
The obvious conclusion to the cause and effect problem 
is that it is a two-edged sword. Low self-concept will 
assuredly produce poor achievement, and poor achievement 
will certainly produce a lowered self-concept. The 
really positive note in this conclusion is the 
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implication for parents and teachers. These 
significant others" apparently have the option to 
induce positive change in children in two ways: by 
enhancing a child's self-concept it is likely to follow 
by designing success experiences for children their 
self-concepts will improve (p. 19). 
Academic Achievement, Communication 
Style and Self-Concept 
For the purpose of understanding the ensuing discussion of 
communication style and the research described in this text, one will 
note the deletion of the terms generally associated with philosophical 
points of view. Thus, such common terms as "oralism," "total 
communication," and "manualism" will not be employed. Descriptions of 
the child's communication style are described in as straightforward 
and as operational a manner as possible. It is not the intent of this 
research to assess the benefits of a particular communication 
philosophy subscribed to by the subjects. Instead, the ways in which 
people might communicate and the frequency in which communication 
occurs will be surveyed in relation to the child's self-concept. 
Communication between the parent and the deaf child is of 
paramount importance to the development of the parent/child relation¬ 
ship. As described earlier in the text, the quality of the 
interaction affects the child's perception of the self. The child's 
communication abilities between "significant others" would then be 
expected to be reflected in the child's score on a self-image measure. 
Meadow's (1967, 1969) investigation substantiates this fact. In 
reporting the Self-Interest Inventory Test scores of 58 pairs of deaf 
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children with deaf parents and 58 pairs of deaf children with hearing 
parents matched on the basis of sex, age, I.Q., degree of residual 
hearing and family size, Meadow states: 
...it is seen that communicative ability has the 
strongest effect on the self-image of children with 
hearing parents. Only 21 percent of the children with 
~ hearing parents and below average communicative skills 
scored high on the Self-Image Test, compared to 56 
percent of children with hearing parents whose 
communicative ability is above average. (Among the 
children with deaf parents, about 60 percent scored high 
on the self-image, regardless of rating of 
communication.) (1969, p. 436). 
Thus, it appears that communication level has a significant effect on 
deaf children with hearing parents but no effect on deaf children with 
deaf parents. Less effective communication function appears to be 
related to a negative self-concept. 
Meadow ( 1967, 1968) also points out that school achievement and 
communication skills were both correlated with the deaf child's 
self-image, especially if the child had hearing parents. Children 
from families with hearing parents who scores "high" on the Index of 
Family Climate were more apt to score "high" on the Self-Interest 
Inventory Test if they were also doing well in school. Commenting on 
this finding, Meadow says: 
We may speculate again that the hearing parents from 
higher socioeconomic groups place more emphasis on 
school achievement. Perhaps they attach acceptance or 
praise of the child to his ability to make progress in 
school, compared to parents at lower educational and 
occupational levels, to whom this kind of scholastic 
achievement is not so important. 
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Jensema and Trybus (1978) compared communication patterns to 
educational achievement in a national stratified random sub-sample of 
654 hearing-impaired children in special educational programs for the 
hearing impaired in the United States. The demographic characteris¬ 
tics of children in this subsample were compared to the large sample 
of 43,794 collected by the Office of Demographic Studies as part of 
its Annual Survey of Hearing-impaired Children and Youth for the 
1973-74 academic year. The characteristics of subsample proved to be 
representati ve of the larger national sample. The researchers 
compared communication modes in parent-student interactions, student- 
parent interactions, frequency of communication modes used in the 
classroom between teacher and student, and student-teacher 
interaction. The analysis considers the relationship between 
communication patterns and demographic variables. Finally, Jensema 
and Trybus considered the relationship between reported conwunication 
patterns and achievement test scores. 
Because their work parallels the research in this text, a 
detailed examination of the 1978 Jensema and Trybus study follows: 
Communication Use: An analysis of the reported communication 
use showed that speech, by itself or in combination with other modes 
(signs, fingerspelling, gestures, writing, cued speech, other), was 
the means of communication used most often in parent-student 
interaction. Eighty percent of the parents and seventy percent of the 
children reported using speech by itself or in combination with other 
modes. Examination of possible combinations of modes used revealed 
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that speech alone was the most frequently reported cormunl cation mode 
in both parent-to-student communication (39.6%) and student-to-parent 
interactions (31.1%). The use of speech combined with gestures was 
the next most frequently reported communication mode used in 
parent-to-student interaction (11.0%) and student-to-parent 
interactions (9.7%). The use of speech or spoken language appeared to 
be a prevalent element in communication between parents and their 
child. 
Their research also demonstrated that while speech may be a 
preferred mode of communication, it may prove inadequate in many 
instances and is complemented or substituted by other modes. The 
figures showed that 60% of parents and 69% of children compliment the 
use of speech with other modes or do not report the use of speech at 
all. The Jensema and Trybus report lacks discussion of the percentage 
differentiation between the two groups. 
Looking at the frequency of communication modes used in the 
classroom, the researchers found that speech, either alone or 
complemented by another mode, was used most often. Speech was 
reported to be used "always" by 51% of the teachers and 34% of the 
students reported its use "always." However, the combinations of 
teacher-to-student communication modes show that a variety of 
communication modes were used in the classroom, indicating that the 
teacher-to-student interaction was not restricted to a single 
communication mode. This contrasts with parent-student interaction 
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where speech alone was seen to be the main comnunlcation mode (40%) 
compared to teacher-student reported use of speech alone (11%). 
Of interest is the reported treatment of the relationship 
between the parent-to-student and the teacher-to-student use of 
various communication modes in order to see if intercorrelations 
exist. Their research presents an interesting picture by suggesting: 
1* speech use may be negatively correlated with the 
use of other communication modes. 
2. that high correlations exist in the parent-to-student 
and student-to-parent use of a communication mode. 
3. that high correlations exist in the teacher-to-student 
and student-to-teacher use of a communication mode. 
4. that lower correlations exist when comparisons are made 
with the parent and teacher communication with the 
student. 
The researchers further suggested that the deviation in the 
correlations between the home and school reported communication use is 
"an area in great need of improvement by educators and parents alike 
in the future" (p. 8). 
Analysis of Demographic Variables 
Demographic variables including age, sex, onset of hearing loss, 
hearing level, additional handicapping conditions, ethnic background, 
family income level, preschool attendance, type of present educational 
program, use of hearing aids, speech intelligibility and the hearing 
status of parents were considered in conjunction with the use of 
speech and sign. Many of the demographic variables were found to show 
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relationships with the communication variables in terms of 
"overlapping in their variance" (p. 16). Hearing level, hearing aid 
use, and speech intelligibility were found to be related to 
communication use. Ethnic background, family income and the previous 
variables were found to be related to the educational placement. 
Together, the collective of these variables were found to be related 
to the reported communication mode. 
Multiple regression coefficients were computed for speech and 
sign communication modes and all demographic variables. Results 
indicated that the demographic variables support the sizeable variance 
in the frequency of speech and sign communication modes used by deaf 
children. 
Academic Achievement and Communication 
In this section, Jensema and Trybus investigated the 
relationship between speech and sign comnunication and the academic 
achievement of students measured by the Stanford Achievement 
Test—Hearing-Impaired Edition (SAT-HI). Student performance in four 
subtest areas of vocabulary, reading comprehension, mathematics 
concepts, and mathematics computation are discussed. The research 
suggests negligible differences in academic achievement between those 
who use "much signing" and those who use "little signing" (p. 18). 
They seem to pay minimal attention to the possibility of analyzing the 
different levels of speech/sign environment with mean achievement 
scores. They state that: 
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h^ar^o ^LeffQCt\ °f hearing 1evel* fam^y. Income, 
. . j g use at home or dormitory preschool 
account^* and.Jype of Present educational program are 
for Toudswhirh Vfrinin9 differences in achievement 
^ 0UPS which differ on communication style (hiah 
trivial (p.S18Kh USe’ a"d h''9h VerSUS >°w si9" 
Using a factor analysis (with varimax rotation) applied to 12 
variables (eight speech ahd sign variables and four achievement 
variables), the researchers observed that "communication variables do 
not load highly on the academic achievement factor" (p. 18). This 
suggests that the use of speech and/or signs in themselves are of 
minor importance to the achievement factor. 
Finally, the researchers relate academic achievement scores for 
the sample to parental hearing status. Results show the mean 
achievement scores to be higher for those children with at least one 
deaf parent (N=26) compared to those children with both hearing 
parents {M = 412 ). The group with two hearing-impaired parents (N=14) 
had higher mean scores in three of the sub-tests than the group with 
one heari ng-i mpa i red parent. Although the heari ng-impai red parent 
subgroups are small, the research raises further serious questions 
about the effect of communication on the variation in academic 
achievement. The consistency of significant differences in the 
academic achievement of deaf children with deaf parents and those with 
hearing parents suggests the possibility of an interactive effect 
between the family climate and effective communication environment. 
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Implications for Research 
Subjective reality is comprised of input which emerges through 
the senses or through the intuitive capabilities of the child's 
intellect. For the hearing-impaired child, the attainment of insight 
about one's self exclusively on the basis of visual input contributes 
to a deprivation of the intellect and to an inadequate association 
with reality. The impact of deafness upon the development of 
personality and socialization of the hearing-impaired child may 
promote a form of isolation and increased sensory deprivation. 
Large segments of the recent self-concept literature has 
concerned itself primarily with the self-concept of "normal" children 
and of various low-incidence "minority" populations which deviate from 
the norm. Self-concept research among young deaf children, utilizing 
standardized testing methods, is next to non-existent. At the time of 
this writing, only two comprehensive studies (3runschwig, 1936; 
Meadow, 1967) have focused on the self-concept of young deaf children. 
This researcher cannot begin to explain the reasoning behind the 
paucity of information in this area. The neglect of pertinent data 
and its application to the field of education of the deaf speaks for 
itself. 
Considering the impact on the psychological, social, educational 
growth of normal-hearing children, this researcher is possessed by a 
sense of urgency to seek a better understanding of the effects of 
congenital or early deafness upon the development of self-concept of 
young deaf children. One may therefore speculate that the impact of 
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deafness will be apparent in the child's educational realm and 
communication which may manifest itself in terms of emotional 
immaturity, defensiveness, and an inadequacy in the child's 
realm of feelings, attitudes and behaviors. The hearing-impaired 
child's failure to adequately perform to standard academically and 
acceptably communicate in a hearing world will have a consequential 
impact on the hearing-impaired child's overall development. This 
causal relationship implies a need for developing appropriate, 
specialized resources for direct mental health intervention for the 
child experiencing academic difficulties and for the child's family. 
Considerable forethought has been given to determining the 
segment of the deaf population which reflects the greatest need for 
consideration. Because of the need for imnediate information relating 
to young deaf children, their group provides not only an imnense need 
component but also the greatest challenge. The research herein 
reviewed suggests a shifting of attention from fixed, unchangeable 
factors to those which incorporate "materials, teaching methods, 
attitudinal and cognitive factors, and the like in an attempt to undo 
the influence of the fixed factors" (Jensema £ Trybus, p. 19). The 
self-concept research to be described, reflects the focus of this 
researcher's attention. 
chapter III 
DESIGN AND METHODS 
The goal of this study was to compare the self-concept of a 
stratified regional sample of young deaf children with their academic 
achievement and communication style. The chapter describes (a) the 
research hypotheses formulated for this study, (b) the sample of 
children examined in the study, (c) the schools that participated in 
the study, (d) the instruments used for measuring the variables of 
intest, and (e) tne procedures used to collect the data. 
The Research Hypotheses 
In the null form, the hypotheses formulated for consideration in 
this study were as follows: 
Hypothesis la. There will be no statistically significant 
differences in the mean usage of communication styles in parent-to- 
student interactions when compared with the mean usage of these styles 
in student-to-parent interactions. 
Hypothesis lb. There will be no statistically significant 
differences in the mean usage of communication styles in 
teacher-to-student interactions when compared with the mean usage of 
these styles in student-to-teacher interactions. 
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Hy£othesrs_2a. There will be no significant correlation between 
students' demographic characteristics and the communications styles 
used in the parent-to-student interactions and in student-to-parent 
interactions. 
Hypothesis 2b. There will be no significant correlation between 
students demographic characteri sti cs and the communication styles 
used in teacher-to-student interactions and in student-to-teacher 
interactions. 
Hypothesis 3a. There will be no significant correlation between 
students' demographic characteristies and their scores on the Meadow/ 
Kendall Self-Interest Inventory (SII). 
Hypothesis 3b. There will be no significant correlation between 
students' demographic characteristics and their scores on the 
Divisions III (Social) and IV (Emotional) of the Heggerty-01sen- 
Wickman Behavior Rating Schedule (HOW). 
Hypothesis 3c. There will be no significant correlation between 
students' demographic characteristies and their scores on the Meadow/ 
Kendall Social-Emotional-Adjustinent Inventory (SEAI) 
Hypothesi s 4. There will be no significant correlation between 
students' demographic characteristics and their achievement test 
scores. 
Hypothesis 5a. There will be no significant correlation between 
the students' achievement test scores and their scores on the Meadow/ 
Kendall Self-Interest Inventory (SII). 
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Hypothesis 5b. There will be no significant correlation between 
students achievement test scores and their scores on Divisions III 
(Social) and IV (Emotional) of the Heggerty-01son-Wickman Behavior 
Rating Schedule (HOW). 
Hypothesis 5c. There will be no significant correlation between 
students achievement test scorse and their scores on the Meadow/ 
Kendall Social-Emotional Adjustment Inventory (SEAI). 
Hypothesis 6a. There will be no significant difference in the 
mean scores of deaf children with two normal hearing parents and the 
mean scores of deaf children with two hearing-impaired parents or one 
normal hearing and one hearing-impaired parent when these groups' 
score on the Meadow/Kendal Self-Interest Inventory is compared. 
Hypothesis 6b. There will be no significant differences in the 
mean scores of deaf children with two normal hearing parents and the 
mean scores of deaf children with two hearing-impaired parents or one 
normal hearing and one heari ng-impai red parent when these groups are 
compared in terms of scores on Divisions III (Social) and IV 
(Emotional) of the Heggerty-01son-Wickman Behavior Rating Schedule is 
compared. 
Hypothesis 6c. There will be no significant difference in the 
mean scores of deaf children with two normal hearing parents and the 
mean scores of deaf children with two hearing-impaired parents or one 
normal hearing and one heari ng-impai red parent when these groups are 
compared in terms of their scores on the Meadow/Kendall 
Social-Emotional Adjustment Inventory is compared. 
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Hypothesis 7. There will tie no significant difference In the 
nean achievement scores of deaf children with two normal hearing 
parents and the mean scores of children with two hearing-impaired 
parents or one normal hearing and one hearing-impaired parent. 
^£0thes1s 8a- There -111 be no significant correlations 
between the students' achievement test scores and the communication 
styles used in the p a r a n t-t o-c h i 1 d interactions and the 
chi 1d-to-parent interactions. 
Hypothesis 8b. There will be no significant correlation between 
the students' achievement test scores and the communication styles 
used in the teacher-to-student interactions and the student-to-teacher 
interactions 
Hypo the s is 9a. There will be no significant differences between 
the mean scores of deaf females and deaf males on the Mdeadow/Kendal 1 
Self-Interest Inventory (SII). 
Hypothesis 9b. There will be no significant difference between 
the mean scores of deaf females and deaf males on Divisions III 
(Social) and IV (Emotional) of the Heggarty-01 son-Widkman Behavior 
Rating Schedule (HOW). 
Hypothesis 9c. There will be no significant difference between 
the scores of deaf females and deaf males on the Meadow/Kendall 
Social-Emotional Adjustment Inventory (SEAI). 
Hypothesis 10a. There will be no significant correlation 
between the students' scores on measures of self-concept (HOW, SII, 
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and SEAI) and the comnunication styles used in the parent-to-student 
interactions and the student-to-parent interactions. 
Hypothesis 10b^ There will be no significant correlation 
between the students' scores on self-concept measures (HOW, SI I, and 
SEAI) and the communication styles used in the teacher-to-student 
interactions and the student-to-teacher interactions. 
Hypothesis 11. There will be no significant intercorrelations 
between students' scores on the Meadow/Kendall Self-Interest Inventory 
(SII), Divisions III (Social) and IV (Emotional) of the Heggarty- 
01 sen-Wickman Behavior Rating Schedule (HOW), and the Meadow/Kendall 
Social-Emotional-Adjustment Inventory (SEAI). 
The Sample 
Children Selected to Participate. Data were collected on a 
total of 137 hearing-impaired students who were between the ages of 9 
and 11 years old. Two of these students were later dropped from the 
study at their parent's request. This left 135 study participants of 
which 68 were males and 67 were females. These students met the 
eligibility requirements and attended schools that agreed to 
participate in the study. 
Eligibility Requirements. Children that were eligible as 
participants in this study satisfied certain criteria. Specifically, 
eligible children had: 
1. a congenital or prelingual hearing loss. 
2. a hearing loss in excess of 85d BEA (Setter Ear Average). 
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3. basic written and spoken and/or sign language skills. 
4. Achieveme"t Test Heari ng-Impaired Edition 
LSAT;HI) scores for the following subtests: (a) 
Vocabulary, (b) Reading Comprehension, (c) Mathematics 
oftS 1 .an.d d Mathematics Computation for the 1980-81 academic year. 
5. a recent Performance Scale score for the Wechsler 
Intelligence Scale for ChiIdren-Revised Edition (WISC-R). 
In addition to specific eligibility criterion imposed upon the 
variables of interest, distinct restrictions were placed upon the 
populations sampled. Children were considered ineligible for 
participation if they had any of the following characteristics: 
1. substantial handicapping conditions in addition to 
deafness (i. e., brain damage, cerebral palsy, aphasia, 
mental retardation, blindness, perceptual-motor, etc.); 
2. became deaf after the age of two; 
3. became deaf as a result of maternal rubella, Rh 
incompatability, or anoxia. 
Children with additional handicaps would add another complex dimension 
to the study. In addition, it would have been difficult to ascertain 
the effect that the added handicap(s) would have had on their social 
and emotional self-concept. 
Also, children who became deaf after the age of two already have 
acquired a foundation for language development through initial 
auditory input from their environment. This advantage serves to 
separate these children from those who are congenitally deafened. 
Finally, there is reason to believe that "neurological affect" is 
likely to occur in children who are deafened as a result of maternal 
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rubella, anoxia, and Rh incompatability (Chess et al., 1971; David £ 
Silverman, 1970; Vernon, 1967). 
The schools served as the primary agents for determining 
students eligibility in the initial part of the study. This writer 
/ 
and a data collection assistant later collected eligibility data from 
school records and recorded these data on a School Data Form (see 
below). 
Selection and Description of the Schools. A regional list 
(Appendix A) of programs known to be offering elementary level special 
education services to hearing-impaired children during the 1979-80 
academic year was selected from the April 1979 issue of the American 
Annals of the Deaf. From this list, programs were eliminated which 
served mentally retarded, deaf-blind, or other multi-handicapped 
hearing-impaired children. The elimination of these programs was 
required in order to involve only programs which had children that met 
the specific eligibility criteria of the study. 
Ninety-five programs for hearing-impaired children listed in the 
April 1979 issue of the American Annals of the Deaf were determined to 
be eligible for study participation. These programs were of three 
types: (1) residential schools for the hearing impaired; (2) day 
schools for the hearing impaired only; (3) school districts with 
classes and services for the hearing impaired. 
A specially developed "Information Package" including a "Summary 
of Proposed Research" with a cover letter (Appendix C) was sent to 
superintendents/directors of each of the 95 programs. In the cover 
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letter was a request for their participation In the study. 
Representatives from 30 programs responded, indicating their 
willingness to participate. 
Sixteen participating schools (Appendix B) were selected from 
among these 30 programs. The size of the enrolled population of these 
16 schools ranged from 10 to 308 students. These schools were 
selected in part because they had a number of eligible children to 
justify the cost effectiveness of traveling to test these children. 
The selection of these schools also reflected a concern for obtaining 
a group of schools that represented different geographical areas, 
different enrollment size, and also the three types of programs for 
hearing-impaired children. 
Parent/Guardi an Participation. After the programs participating 
in the project were selected and contacted for test dates, letters 
were sent by the school's superintendent, director, or principal to 
the parents or guardians of the children whose ages were within the 
eligibility ranges. The letters gave information about the 
researcher, the purpose of the research to be conducted, and a 
description of the child's and family's level of participation in the 
project. The parents were asked to complete an enclosed permission 
form (Appendix 0) and return it to the school. In two schools, the 
program's director or the head of the psychology department called the 
parents personally and obtained verbal permission for the child's 
participation. In the urban schools, bilingual interpreters assisted 
in obtaining parental/guardian permission and also later assisted 
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families by translating the Family Questionnaire so that a family 
could complete It. Assurances were given to both the school and 
parents that confidentiality would be maintained; this is in keeping 
with the legal mandates of the federal agency which funded this study. 
//ith respect to the two chidlren whose parents withdrew them 
from the study, one parent gave no particular reason for the 
withdrawal. The second parent strongly stated a consideration worth 
noting for future research studies where the parents are often left 
out: 
About two years ago I talked with (the Director) about 
studies that my children had taken part in and I had 
never received the results of any. I told (the 
Director) that if I did not receive the results of the 
last study, I would not give my permission for anymore 
in the future... I feel that if I give my permission for 
any of the children to take part in anything, I, as a 
parent, am at least entitled to the results. I hope you 
can understand my feelings. 
On the whole, the positive endorsement by the various schools, 
along with personal contacts, were key factors in gaining parental 
cooperation. 
The Data Collection Instruments 
The primary instruments used in the collection of data for this 
study included the following: 
1. The Heggarty-01son-Wickman Behavior Rating Schedule 
(HOW) 
2. a. The Meadow/Kendall Self-Interest Inventory—Form for 
Girls (SI I - A) 
b. The Meadow/Kendall Self-Interest I nventory—Form for 
Boys (SII-B) 
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3. The Meadow/Kendall Social-Emotional-Adi 
for Deaf Students (SEAI) ustment Inventory 
4‘ I?nrSp\anffQAT yCTh,ieveT/nt Test—Hearing-Impaired Standard 
Interval Leve?1 and/°r the Stanford Achievement Test- 
5. The Wechsler Intelligence Scale 
(WISC-R) for Chi 1dren-Revised 
6. a. The School Data Form 
b. The Teacher Information Questionnaire 
c. The Family/Parent Questionnaire 
The Heggarty-01son-Wickman Behavior Rating Schedule (HOW). The 
Heggarty-01 son-Wickman Behavior Rating Schedule was developed in 1930 
as an adjunct to supplementary data for identifying young children at 
risk for behavioral problems. Each child in the study was rated by 
the child's teacher on Divisions III (Social) and IV (Emotional) in 
Schedule B of the Heggarty-01 son-Wickman Behavior Rating Schedule, 
hereafter referred to as the "HOW." A copy of the HOW used in this 
study may be found in Appendix E. 
The HOW was selected for use in this study because it is the one 
standardized personality inventory that has been used with deaf 
children (Titus, 1965; Buchard & Myklebust, 1942). Divisions III and 
IV of Schedule B contain, respectively, 10 and 11 items, each of which 
is accompanied by a five point rating scale. The items were completed 
by the child's teacher. According to the developers of the HOW, 
Schedule 3, these 22 items assess subjective aspects of personality 
influencing social and emotional development. 
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To score responses to the Items of Division III and IV, each 
Item response is assigned a numerical value that has been designated 
by the test developers. To obtain a total score, the values assigned 
to the item are summed., The test developers indicate that children 
with higher total scores have a greater tendency toward behavioral 
problems than do children with lower total scores. 
A sample item from Division II of the HOW is given in Table 
3.1.1. The numbers beneath the scale points are the numerical values 
assigned by the test developers. 
In this study, each child tested using the HOW, was assigned to 
one of three groups, labelled ,,high,,, "medium," and "low" on the basis 
of their test scores. These groups were formed by summing the total 
scores and dividing them into three equal groups. The high scores 
were placed in the "low" category which indicates greater behavioral 
or emotional problems tendency; mid-range scores were placed in the 
medium category; and low-range scores were placed in the "high" 
category which indicated little behavioral or emotional problem 
tendency. 
With regard to the reliability of the HOW, in Buro's 1940 
edition of the Mental Measurements Yearbook, an intra-rater 
reliability coefficient of .86 and split-half correlation of .92 were 
reportedly obtained when the test was administered to hearing children 
in elementary school. 
The Meadow/Kendall Self-Interest Inventory (SII-I) - Form for 
Girls and Form for Boys. The Meadow/Kendall Self-Interest Inventory 
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was originally developed by Meadow in 1967 and later updated but not 
standardized. The graphics of the SSI were updated for use in the 
study so that they would appeal to young deaf children of differing 
ethnic backgrounds. The SII was obtained from Meadow who cautioned 
that reliability and validity data did not exist at this time. 
However, owing to the need for information regarding the self-concept 
of young deaf children, this author considered the face validity of 
the particular instrument adequate. The instrument offered the 
following merits in its favor: 
1. The SII was a test developed specifically for young deaf 
children. 3 
2. The instrument is the least language-loaded test of its 
kind available for deaf children when compared with 
instruments used for hearing children of the same age. 
3. The test requires little expertise to administer and may 
be quickly scored. 
The SII is structured in order to characterize positive and 
negative dimensions of "self-hood." The instrument combines "a 
graphic cartoon-like presentation with written words plus 
illustrations of the manual signs for the adjectives used" (Meadow, 
1967). 
The SII is comprised of 43 items each of which has four response 
choices. In the chioces of an item, one of the following adjectives 
is used: (1) lazy, (2) pretty or handsome, (3) smart, (4) nice, (5) 
mean, and (6) silly. The adjective used is preceeded by four choices 
of the following adverbs: (1) very very, (2) very, (3) a little, and 
(4) not. Separate forms for boys and for girls were provided. The 
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inventory Form for Boys and for Girls may be found in Appendix F-l and 
F-2. 
The SI I is scored by summing the arithmetic values assigned to 
the responses. Five points are given for the most positive response, 
on down to two points for the least positive responses. In Table 
3.1.2 the numbers located in the margins provide an example of how the 
items are scores for both positive aod negative adjectives. The 
scores for the 48 items of the SII are summed to obtain a total score. 
The maximum possible score was 240 points. The total score for the 
SII was divided into deciles and an examiner is assigned to one of the 
deciles based on their total test score. The deciles are then 
combined, and deciles 1-3 are labeled "low" self-image; deciles 4-7 
labeled "medium” self-image; and deciles 8-10 labeled "high" 
self-image. 
During the administration of the SII in the study, instructions 
to the children were both signed and spoken simultaneously by the 
researcher, who was proficient in manual communication. Exceptions 
were made in instances where the communication methodology 
consideration of the program!s) required another mode of communication 
(i.e., speech with voice, along with non-sign cues including the use 
of gestures, pantomine or the use of the word in a written sentence). 
The adjectives used as response choices in the SII were pretested by 
asking each child to indicate their meaning. It was important for the 
researcher to ascertain the child's knowledge of the words and/or 
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Table 3.1.2 
Sample Items from the Meadow/Kendall Self-Interest Inventory (SII) 
am 
LAZY 
LAZY 
LAZY 
LAZY 
am 
GOOD 
GOOD 
GOOD 
GOOD 
s' 1 am 
7 y 
very very POLITE 
very POLITE 
little 
not 
POLITE 
f 
POLITE 
am 
very very SMART 
very SMART 
a liltle SMART 
not SMART 
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signs used throughout the test. The SII was subsequently administered 
to each child individually. 
The scoring of each SII was completed manually by the researcher 
and research assistant. Assignment to the deciles was calculated by 
the computer. 
The Meadow/Kendall Social-Emotional-Assessment Inventory for 
Deaf Students - 1980 (SEAI). The Meadow/Kendall Social-Emotional- 
Adjustment Inventory (SEAI) is a 59 item measure designed to assess 
three traits: Social Adjustment, Self-Image, and Emotional 
Adjustment. The SEAI is based on the theoretical principles developed 
by Meadow (1967, 1975, 1976, 1980) and others involved with the mental 
health needs of the deaf (e.g., Rainer et al., 1969; Levine, 1956; 
Mindel & Vernon, 1971; Schlesinger & Meadow, 1972). Important to the 
development of the SEAI are four premises underlying its development. 
These premises are: 
(a) There is nothing inherent in the condition of 
deafness that leads inevitably to differences in the 
social and emotional development of deaf and hearing 
persons; (b) however, deaf persons generally share a 
number of important experiences that may lead to 
differing patterns of social and emotional adjustment; 
(c) chief among these patterns is the relative langauge 
deprivation that is often related to deafness which 
leads in turn to attenuated communication possibilities; 
and (d) an additional factor in the adjustment of deaf 
persons is the acceptance (or lack of acceptance) of the 
deaf individual by significant others in the environment 
(Meadow, 1980, p. 2). 
The children's primary teacher was asked to complete the SEAI as 
a part of the "Teacher Questionnaire Package" (the Teacher 
Questionnaire, HOW, and SEAI). The SEAI utilizes a true/false 
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response mode for each of the 59 test items. A response of ”?" was 
also used when the rater was unable to answer the question due to a 
lack of enough observations of the student to make a judgment or if 
the statement was not applicable. 
Paralleling the HOW described earlier, the SEAI had a similar 
advantage of being administered to the student's teacher, requiring 
little expertise to complete. It should be noted that a total of four 
SEAIs were received with the SEAI incomplete due to pressure from the 
teacher's union. According to the school's principal, the union felt 
that the SEAI would take too much time from the teachers' school time 
to complete. At the time, the principal was new to both the job and 
the school. In an attempt to avoid problems with both the teachers 
and the union, the four teachers were not required to complete the 
SEAI. 
Scoring of the SEAI involved the use of the three transparent 
templates that accompany the SEAI' s manual and a scoring sheet for 
each test. Numerical values for each scale were computed. Deciles 
scores from Norm Tables in the manual are assigned to the closest 
scaled score using appropriate age and sex data. This process is 
repeated for each of the scales. The decile scores are then recorded 
on the test form as being "below average," "average," or "above 
average" for the areas of Social Adjustment, Self-Image and Emotional 
Adjustment. A copy of the SEAI is given in Appendix G. 
The results of a factor analysis conducted by Meadow (1980) 
indicated that each of the three scales comprising the SEAI have high 
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intcrndl consistency. For sc^Ipc i 9 ,.j ,, . 
y scales 1, 2, and 3 Meadow reported Internal 
consistencies at .96, .94, and .91, respectively. 
—e Stanford Achievement Test - Hearing Impaired Edition 
—AT~H1 1 - The 1973 SAT-HI was administered during the 1980-81 
academic year as part of the school's/program's regular testing 
procedure. The SAT-HI was selected because it was the most commonly 
used standardized achievement test used by programs for the 
hearing-impaired in the United States (Trybus & Jensema, 1975). 
An attractive feature of the SAT-HI was that it also has norms 
for the hearing-impaired. In addition, most of the schools 
participating in the study administered their tests in the same month. 
The test data administered and collected by the schools was gathered 
from the school records by this writer. 
Of importance to this study are the scaled scores from four 
SAT-HI subtests: (a) Vocaulary, (b) Reading Comprehension, (c) 
Mathematics Concepts, and (d) Mathematics Computation. These subtests 
were selected because they are present at all six of the test levels 
of the SAT-HI. In addition, the factor that the SAT-HI allowed for 
study across the age and grade levels of the students was considered 
an important variable of interest to this study. 
Test-retest and internal consistency reliability coefficients 
were calculated from the results of administering the 1973 SAT to a 
national stratified random sample of hearing-impaired students during 
the 1973-74 school year. Jensema (1978) reported that the 
coefficients for the subtests ranged from .64 to .96. 
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—e Mechsler Intelligence Scale for Chi 1 dren-Revised fdittnn 
-—I^C ^ ^ 1n s study, the Performance Scale portion of the 1974 
Revised Edition of the Wechsler Intelligence Scale for Children was 
used to check the intellectual levels of the participating children. 
The performance scale scores for the children in this study are 
composed of scores from the following sections: Picture Completion. 
Picture Arrangement. Block Design. Object Assembly and Coding. 
Split-half reliability coefficients ranging from .70 to .85 were 
reported by Anderson and Sisco (1977). 
In selecting the WISC-R, this researcher recognized the inherent 
difficulties that exist in testing deaf children with standardized 
tests that are said to be "non-verbal" (Pitner & Reamer, 1920; Vernon 
& Brown, 1964). Regardless of the "non-verbal" label associated with 
the test, verbal skills are still required of a child in order to 
understand the directions that describe how the test items are to be 
completed. Unless a child has these verbal skills, he or she will not 
be able to effectively respond to the test items nor show his or her 
true level of cognitive functioning. 
Despite this kind of problem, the WISC-R, was selected for this 
study because it was necessary to obtain some measure, albeit rough, 
of the cognitive ability of the participating children. 
Family Questionnaire, Teacher 
Questionnaire, School Data form 
Questionnaires used by Jensema and Trybus (1978) were used as 
models for the School Data Form, the Family Questionnaire, and the 
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Teacher Questionnaire that this writer developed for use in this 
Study. 
The School Data Form (Appendix H-l) was used primarily as a 
/ 
screening form for obtaining pertinent psycho-educational and 
audiometric data. One form for each participating child was completed 
by this writer after permission to examine the child's academic record 
was obtained from the student's parent or guardian and from the 
child's school. This writer and her research assistant gathered the 
information for the School Data Form at the student's school. 
Both the Family Questionnaire and the Parent Questionnaire 
contained similar sections dealing with the style of communication and 
the degree of communication that were used when interacting with the 
children. The styles of communication listed in the questionnaires 
were: cued speech, speech (without cues), speech (without voice), 
manual signs (including f i ngerspel1ing), fingerspelling only, 
gestures, pantomime, writing, and a category called "other." The 
teachers and parents were asked whether each communication style was 
used "Always (more than 90% of the time)," "Usually (50% to 90% of the 
time)," "Sometimes (19% to 50% of the time)," or "Never (less than 10% 
of the time)." 
The Family and Teacher Questionnaires were sent to the contact 
person at each of the sixteen participating schools, along with a 
cover letter that requested that these questionnaires be forwarded to 
the parents and teachers of the participating children. The parents 
and teachers were assured that their responses to the questionnaires 
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would be confidential. In keeping with federal regulations. These 
respondents were also provided with pre-addressed, stamped envelopes 
that they were instructed to use to return their questionnaires. This 
researcher expected that the teachers and parents might provide more 
accurate information if their completed questionnaires were sent 
directly to her. 
Follow-up on non-responding teachers and parents was conducted 
via correspondence with superintendents, program directors, or contact 
people. Because the end of the school year was imminent, extensive 
follow-up efforts were somewhat curtailed. Four schools did forward 
to parents a second copy of the Family Questionnaire, which was 
accompanied by a cover letter from this researcher (Appendix I), in an 
attempt to follow-up on nonresponding parents. 
Of the 137 Teacher Questionnaires mailed to the teachers of 
participating children, 135 (98.5%) were completed and returned to 
this researcher. Of the 137 questionnai res mailed to the parents, 
usable data were provided in 115 (83.9%). 
In Table 3.1.3 is a summary of the family members who completed 
and returned the Family Questionnaire. As is indicated in the table, 
most (75%) of the returned questionnaires were completed by mothers, 
12% were completed by fathers, and 10% were completed by mothers and 
fathers together. Less than 1% of the returned questionnaires were 
completed by guardians or by foster parents. 
A chi-square analysis of the data given in Table 3.1.3 showed a 
significant relation between parental hearing status and the type of 
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Table 3.1.3 
(N<08n) °f Fdm11y Members Wh0 Comp,eted the Family Questionnaire 
Family 
Member 
Parental Hearing Status 
Row 
Subtotals Both parents 
normal hearing 
One or both parents 
hearing-impai red 
Mother 80.29 a(73)b 52.9 (9) 75.9 (82) 
Father 13.2 (12) 5.9 (1) 12.0 (13) 
Father & 
Mother 5.5 (5) 35.3 (6) 10.2 (11) 
Guardian 1.1 (1) 0.9 (1) 
Foster 
Parent 5.9 (1) 0.9 (1) 
Note: Data not reported for 5 children. 
Percents noted are column percents, 
lumbers in parentheses are cell sizes. 
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family member who completed the Family Questionnaire (x2(4) = 20.1, 
p<.005). It appears that relatively more mothers and fathers who were 
heari ng-impal red completed the questionnaire together than did their 
hearing counterparts. 
CHAPTER IV 
RESULTS 
The research findings described below are the results of a field 
study in which specific criteria were used to assess the influence of 
the self-concept on the academic achievement and communication styles 
of a select group of young deaf children. The results of the research 
are presented in three sections. Descriptive data on the children and 
their families are given in two parts of Section I, and descriptive 
data on the schools and teachers involved in the research are given in 
Section II. In Section III are presented the results of testing 
hypothesis enumerated in Chapter III. 
Section I 
1.1 Descriptive Data on the Children 
For the variables listed below, chi-square analyses were 
conducted to examine the relations between these variables and both 
parental hearing status and the sex of the children participating in 
the study. The results of these analyses are discussed only when a 
significant relation was found between the variable under study and 
parental hearing status or child's sex. 
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——0f the children participating In this study, 68 
(50.4%) were males and 67 (49.6%) were females. 
——The a9es of the children at the time the data were 
collected ranged from 9 to 11 years old, with a mean age of 10.1 years 
for the sample. More specifically, 32 (28%) of the students were 11 
years old, 48 (42%) were 10 years old, and 32 (29%) were 9 years old. 
One child in the sample was 8 years old when the research was begun. 
Data on age were not reported for 22 of the participating children. 
However, the researcher was assured by staff at these children's 
schools that the children met the age criteria established for this 
study. 
C. Ethnic Background. In Table 4.1.1 are described the ethnic 
backgrounds of the children participating in the study. These data 
were provided by the children's schools. In the table, children have 
been categorized according to their parents' hearing status as well as 
their ethnicity. 
As is shown by the row subtotals in the table, 88% of the 125 
children for whom there were data were white, 7.2% were Black, 3.2% 
were Spanish-American, and 1% had other ethnic origins. 
D. Age at Onset of Hearing Loss. Of the 113 for whom there 
were data, 71% (96) were reported by their parents to be congenitally 
deafened. The parents of 88 of these children reported that they 
discovered their child's hearing loss when their child was 3.6 months 
old, on the average. However, these parents indicated that, on the 
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Table 4.1.1 
Ethnic Background of Participating Children 
Reported by the Schools (N=125) 
Ethnic 
Background 
Parental hearing status 
Row 
sub¬ 
total s 
Both parents 
normal-heari ng 
One or both parents 
hearing impaired 
Whi te 37.6%a (92)b 95.0% (19) 88.8% (111) 
B1 ack 8.6% (9) 7.2% (9) 
Spanish-American 2.9% (3) 5.0% (1) 3.2% (4) 
Other 1.0% 0.8% (1) 
Note: Data not reported for 10 children. 
^Percents noted are column percents. 
Numbers in parentheses are cell sizes. 
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average, it was not until their child was 1.5 years old that they 
learned of their child's hearing loss from professional sources. 
Of the 17 (29%) parents whose child's hearing loss was acquired, 
eight (14.0%) reported that their child was deafened prior to the age 
of one year. Another six (10.2%) indicated that their child was 
deafened prior to the age of two years. Parents for three children 
(5.1%) reported that their child's hearing loss was discovered prior 
to the age of two, but they indicated that they were uncertain about 
when the hearing loss actually occurred. Two of these three parents 
indicated that their child had contracted spinal meningitis after the 
child was one year old. However, these two families also noted, 
because of a familial history of deafness, the onset of hearing loss 
was impossible to determine. 
E. Etiology of Hearing Loss. The reported etiologies of 
hearing loss for the sample are presented in Table 4.1.2. The primary 
etiology noted to account for hearing loss was classified as 
"Unknown." That is, as shown in table, 53.2% of the 113 for whom 
there were data were said to have etiologies that were "Unknown."1 
Heredity was reported as the cause of hearing impairment for an 
additional 25.7% of the children. Hearing loss caused by spinal 
meningitis was disclosed as the cause of impairment for another 11.9% 
lror most of the children in this category of etiology, there 
was no evidence of additional handicaps, nor any of the psycho- 
educational problems related to prenatal rubella. However, 6 of the 
58 children were included in the "Unknown" category by the parents 
despite parental reports of familial histories of deafness. 
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Table 4.1.2 
Types of Etiologies Reported by Parents 
Their Children's Hearing Loss (N=113) to be Causes of 
f " ■ — 
Parental hearing status 
Type of 
Etiology 
Both parents One or both parents 
normal-hearing hearing impaired 
Row 
sub¬ 
total s 
Unknown 60.OTa (57)b 5.0« (1) 53.2% (58) 
Heredi ty 14.1% (13) 90.0% (13) 25.7% (31) 
Spinal Meningitis 14.n U3) 5.0% (1) 11.9% (14) 
High fever 2.2% (2) 1.8% (2) 
Medically 
non-specific 2.2% (2) 1.8% (2) 
Trauma at birth 2.2% (2) 1.8% (2) 
Pregnancy 
complications 1.1% (1) 0.9% (1) 
Encephalitis 1.1% (1) 0.9% (1) 
Inner ear 
infection 1.1% (1) 0.9% (1) 
Early childhood 
trauma 1.1% (1) 0.9% (1) 
Note: No missing data. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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of the children, and hearing loss caused by each of the remaining 
types of etiology listed in the table was reported by less than 9% of 
all respondents. These remaining types of etiology were: high fever, 
medically non-specific origin, trauma at birth, pregnancy 
complications, encephalitis, inner ear infections, and early-childhood 
trauma. 
F. Heari ng Level . A breakdown by parental hearing status of 
the students' Better-Ear-Average (BEA) hearing loss for the speech 
frequency range (500 Hz., 1000 Hz., 2000 Hz.) is provided in Table 
4.1.3. Of the 125 students for whom there were data, 34.8% were 
reported to have hearing losses in the profound to profound total 
range. Another 11.2% were said to have hearing losses in the severe 
to profound range, and 4% were said to have hearing losses in the 
severe range. 
G. Preschool Attendance. Of the 113 children for whom there 
were data, 88.5% (100) were reported by their parents to have attended 
a preschool program, and 11.5% (13) were reported to have not attended 
such a program. The mean age of those children who did enroll in 
pre-school was 2.5 years old. 
Of the programs that the 113 children attended, 34.2% (85) were 
programs designed specifically for the hearing-impaired. The 
remaining 15.8% (16) of the programs were designed as preschool 
programs for hearing children. 
H. Hearing Aid Use at Home. The students' parents were asked 
to provide identifying information regarding their children's use of 
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Table 4.1.3 
BEA Hearing Loss Among Participating Children as 
Reported by Schools (N=125) 
BEA hearing 
loss 
Parental hearing status 
Row 
sub¬ 
total s 
Both parents 
normal-heari ng 
One or both parents 
hearing impaired 
Profound to 
profound total3 83.8%d (88)e 90.0% (18) 84.8% (106) 
Severe to 
profound15 12.4% (13) 5.0% (1) 11.2 (14) 
Severe0 3.8% (4) 5.0% (1) 4.0% (5) 
Note: Data not reported for 10 children. 
Profound to profound total = average hearing loss of 90 dB or greater 
for speech frequency range (500 Hz, 1000 Hz, 2000 Hz). 
^Severe to profound = average hearing loss from 85 to 90 dB for 500 Hz 
to 1000 Hz and no response at 2000 Hz. 
cSevere = average hearing loss of 85 to 90 dB for speech frequency 
range. 
^Percents noted are column percents. 
eNumbers in parentheses are cell sizes. 
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amplification at home. As shown in Table 4.1.4, amplification was 
used by 91.71 (104) of the 109 children for whom data were reported. 
Data describing male and female students' hearing-aid use at 
home are shown in Table 4.1.5. A chi-square analysis of these data 
showed a significant relation between the deaf children's sex and 
their hearing-aid use at home (X2(l)=6.62, pc.OS). It appears that 
relatively fewer females than males in this study used hearing aids at 
home. 
In Table 4.1.6 are shown data provided by the children's parents 
concerning the type of amplification that the children use. As 
indicated in the table, the use of traditional body-level 
amplification was reported for 19.2% (19) of the 99 children, whereas 
powerful ear-level amplification was used by 30.8% (30) of these 
chi 1dren. 
A chi-square analysis of the data given in Table 4.1.6 showed a 
significant relation between parental hearing status and the type of 
amplification the children used (X2(l)=9.98, p<.05). It appears that 
the use of body-level amplification was relatively more common among 
children with hearing-impaired parents than it was among children with 
normal hearing parents. 
Data describing the type of hearing-aid fittings used by the 
students are presented in Table 4.1.7. Binaural amplification was 
used by 53% of the 100 children for whom their were data. A monaural 
system of amplification was used by another 39% of these children. 
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Table 4.1.4 
Children's Hearing-aid Usage Reported by Parents {N=109) 
Hearing-aid 
usage 
Parental hearing status 
Row 
sub¬ 
total s 
Both parents 
normal-hearing 
One or both parents 
hearing impaired 
Yes 93.5%a (36)b 32.4% (14) 91.7% (100) 
No 6.5% (6) 17.6% (3) 8.3% (9) 
_ 
Note: Data not reported for 4 students. 
aPercents noted are column percents, 
lumbers in parentheses are cell sizes. 
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Table 4.1.5 
Hearing-aid Usage of Deaf Males and Deaf Females (N=113) 
Student's Sex 
Hearing-aid 
usage Male Female 
Row 
sub¬ 
total s 
Yes 98.3%a (58)b 85.2* (46) 92.0% (104) 
No 1.7% (1) 14.8% (8) 8.0% (9) 
Note: No missing data. 
^Percents noted are column percents. 
bNumbers in parentheses are cell sizes. 
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Table 4.1.6 
Type of Hearing-aid Used by Participating Children (N=99) 
Parental hearing status 
— 
Type of 
hearing-aid used 
Both parents 
normal-hearing 
One or both parents 
hearing impaired 
Row 
sub¬ 
total s 
Body-level 
amplification 14.1%a (12)b 50.0% (7) 19.2% (19) 
Ear-level 
amplification 85.9% (73) 50.0% (7) 80.8% (80) 
_ 
Note: Data not reported for 16 students. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Table 4.1.7 
Types of Hearing-aids Used by Participating Children (N=100) 
Parental hearing status 
Hearing-aid 
fittings 
Both parents 
normal-hearing 
One or both parents 
hearing impaired 
Row 
sub¬ 
total s 
Binaural amplifi¬ 
cation— two aids 55.8%a (43)b 35.7% (5) 53.0% (53) 
Monaural amplifi¬ 
cation 37.2% (32) 50.0% (7) 39.0% (39) 
Biuni lateral 
amplification— 
Y-cord, Bicross 
7.0% (6) 14.3% (2) 8.0% (8) 
Note: Data not reported for 13 children. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Only 8* Of the children were reported to use binaural amplification or 
biunilateral amplification with Y-cord or BICROSS fittings. 
Finally, data describing the frequency of hearing-aid use at 
home are presented in Table 4.1.8. As is shown in the table, of the 
100 children described, 34% were reported to use their hearing aid 
"Always," 23% were reported to use them "Usually," and 28% were 
reported to use their hearing aids "Sometimes." A smaller percentage 
of the children (15%) reportedly used their hearing aids "Never." 
——Hearing Aid Use In the Classroom. The student's teachers 
were asked to provide information regarding the student's use of 
amplification in the classroom. As shown in Table 4.1.9, 
amplification was used by 95.2% (119) of the 125 students for whom 
data were reported. 
Data describing male and female student's hearing-aid use in the 
classroom are shown in Table 4.1.10. Hearing-aid use and non-use in 
the classroom are equal for both groups. A chi-square analysis of 
these data showed no significant relation between the deaf child's sex 
and their hearing-aid use in the classroom. 
Finally, given in Table 4.1.11 are data describing the numbers 
of hours that the 125 children were their hearing-aids in the 
classroom. Of the 125 children, 24.8% were reported to use their 
hearing-aids "Always," while the majority of the students (61.6%) were 
reported to use their aids "Usually." Smaller percentages of the 
children reportedly used their hearing-aids "Sometimes" (3.0%) or 
"Never" (5.6%). 
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Table 4.1.8 
Frequency of Hearing-aid use of Participating Children 
as Reported by Their Parents (N=100) 
Parental hearing status 
■- 
Frequency of 
hearing-aid use 
Both parents 
normal-hearing 
One or both parents 
hearing Impaired 
Row 
sub¬ 
total s 
Always 
(more than 90% 
32.9%a (28)b 40.0% (6) 34.0% (34) 
of the time) 
Usually 
(50-90% of the 
24.7% (21) 13.3% (2) 23.0% (23) 
ti me) 
Sometimes 
(10-50% of the 
27.1% (23) 33.3% (5) 28.0% (28) 
time) 
Never 
(Less than 10% 
15.2% ,(13) 13.3% (2) 15.0% (15) 
of the time) 
Note: Data not reported for 13 students. 
aPercents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Table 4.1.9 
Children's Hearing-aid Usage in the Classroom as 
Reported by the Teachers (N=125) 
Parental hearing status 
Hearing-aid 
usage 
Both parents 
normal-hearing 
One or both parents 
hearing impaired 
Row 
sub¬ 
total s 
Yes 96.2%a (101)b 90.0% (18) 95.2% (119) 
No 3.8% (4) 10.0% (2) 4.8% (6) 
Note: Data not reported for 10 students. 
aPercents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Table 4.1.10 
Male and Female Student's Hearing-aid Use in the 
Classroom as Reported by the Teachers (N=134) 
Student's Sex 
Hearing-aid Row 
Usage Male Female Subtotals 
Yes 95.5%a (64)b 95.5% (64) 95.5% (128) 
No 4.5% (3) 4.5 (3) 4.5 (6) 
Note: Data not reported for 1 student. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Table 4.1.11 
Use in the Classroom of 
Participating Children as Reported by Their Teachers (N=125) 
Frequency of 
hearing-aid 
use 
Parental hearing status 
Both parents 
normal-hearing 
One or both parents 
hearing impaired 
Row 
sub¬ 
total s 
Always 
(6 or more hours) 
25.8%a (27)b 20.0% (4) 24.8% (31) 
Usually 
(4-6 hours) 
61.9% (65) 60.0% (12) 61.6% (77) 
Sometimes 
(2-4 hours) 
7.7% (8) 10.9% (2) 8.0% (10) 
Never 
(0-2 hours) 
4.8% (5) 10.0% (2) 5.6% (7) 
Note: Data not reported for 10 students. 
aPercents noted are column percents, 
lumbers in parentheses are cell sizes. 
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—-Intelligence. Non-verbal performance scores from the 
Wechsler Intelligence Scale for Children-Revised Edition (WISC-R) were 
requested for each of the children participating in the study. Only 
119 of the 135 children had usable and recent test scores (test scores 
dated within one academic year). The remaining students had test 
scores from a variety of other tests or they had no test scores at 
all. 
In Table 4.1.12 are given the performance scores for 112 
students for whom there were complete test data. In the table, the 
students have been categorized according to their parents' hearing 
status as well as their performance score classification. The mean 
performance score for these students was 107.0. The standard 
deviation of their scores was 14.1. 
As is indicated by the figures in the table, almost all of the 
students (90.1%) had WISC-R scores that were at or above average. 
More specifically, 44.6% of the students had scores in the "Average" 
range, 25% had scores in the "High Average" range, 15.2% had scores in 
the "Superior" range, and 5.4% had scores in the "High Superior" 
range. The remaining students fell in the "Low Average" (5.4%) and 
"Borderline" (4.5%) ranges. Educators of the deaf would consider this 
group of children as an above average sample of young deaf children. 
The relation between the children's intelligence scores and 
their scores on the HOW, SI I, SEAI, and SAT-HI were examined. No 
significant relation was found between the children's intelligence 
test scores and their scores on any of these measures. Additional 
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Table 4.1.12 
WISC-R Non-verbal Test-Performance Scores of Participating Children 
by Parental Hearing Status as Reported by the Schools (N=112) 
WISC-R non- 
Parental hearing status 
verbal 
performance 
score categories 
Both parents 
normal-hearing 
One or both parents 
hearing impaired 
Row 
sub¬ 
total s 
High superior 
(130 and above) 
4.3%a (4)b 10.0% (2) 5.4% (5) 
Superior 
(120-129) 
14.1% (13) 20.0% (4) 15.2% (17) 
High average 
(110-119) 
25.0% (23) 25.0% (5) 25.0% (28) 
Average 
(90-109) 
45.7% (54) 40.0% (8) 44.6% (50) 
Low average 
(80-89) 
6.5% (6) -- 5.4% (6) 
Borderline 
(70-79) 
4.3% (4) — 4.5% (5) 
Note: Data not reported for 23 students. 
aPercents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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analyses were done to determine whether there was a relation between 
the children's intelligence scores and the demographic variables 
examined in this study. No significant relations were found between 
the Intelligence test scores and the demographic variables of interest 
to this study. 
——Child's Interaction Outside the Family. The children's 
parents were asked to disclose whether or not their child interacted 
with hearing people outside the family. Of the 109 children for whom 
there were data, 91.7% were said to have interactions outside the 
family, whereas 3.3% were said to not have such interactions. These 
findings are reported in Table 4.1.13. 
A chi-square analysis of the data in this table indicated a 
significant relation between parental hearing status and interaction 
outside of the family (X2=11.90, p<.001). Deaf children with one or 
both parents hearing-impaired appear less likely to have interactions 
outside the family than do deaf children with two normal hearing 
parents. 
Further analyses of these data were conducted to examine the 
relation between the child's interaction outside the home and the 
mother's hearing status and to examine the relation between the 
child's interaction outside the home and the father's hearing status. 
The data on which these analyses were based are reported in Tables 
4.1.14 and 4.1.15. 
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Table 4.1.13 
Parental Reports of the Children's Social Interaction Outside 
the Home According to Parental Hearing Status (N=109) 
Social 
interaction 
outside the 
home 
Parental hearing status 
Both parents 
normal-hearing 
One or both parents 
hearing-impaired 
Row 
sub¬ 
total s 
Yes 95.7%a (88)b 70.6% (12) 91.7% (100) 
No 4.3% (4) 29.4% (5) 8.3% (9) 
Note: Data not reported for 4 students. 
^Percents noted are column percents. 
Numbers in parentheses are cell sizes. 
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Table 4.1.14 
Children's Social Interaction Outside the Home 
According to Mother's Hearing Status (N=112) 
Social 
i nteracti on 
outside the 
home 
Mother's hearing status 
Normal hearing Hearing-impaired 
Row 
sub¬ 
total s 
Yes 95.9%a (93)b 66.7% (10) 92.0% (103) 
No 4.1% (4) 33.3% (5) 8.0% (9) 
Note: Data not reported for 1 students. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Table 4.1.15 
Children's Social Interaction Outside the Home 
According to Father's Hearing Status (N=110) 
Social 
Father's hearing status 
interaction 
outside the 
home Normal hearing Hearing-impai red 
Row 
sub¬ 
total s 
Yes 94.7%a (89)b 75.0% (12) 91.8% (101) 
No 5.3% (5) 25.0% (4) 8.2% (9) 
Note: Data not reported for 3 students. 
Percents noted are column percents. 
bNumbers in parentheses are cell sizes. 
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A chi-square analysis of the data in Table 4.1.14 indicated a 
significant relation between interaction outside the home and mother's 
hearing status (X^(1)=15.00, pc.001). It appears that children with 
hearing-impaired mothers were less likely to have interactions outside 
the home than were children with normal-hearing mothers. 
Another chi-square analysis of the data in Table 4.1.15 
indicated a similar relation between interaction outside the home and 
father's hearing status (X2(1)=7.05, p<.008). It appears that 
children with hearing-impaired fathers also were less likely to have 
interactions outside the home than were children with normal hearing 
fathers. 
L. Familial History of Deafness. Of the 108 children for whom 
data were reported, 27.8% (30) of the children were said by their 
parents or guardian to have a familial history of deafness. For the 
remaining children, no history of deafness on either side of the 
family was reported. These findings are given in Table 4.1.16. 
A chi-square analysis indicated a significant relation between 
the hearing status of deaf children's parents and familial history of 
deafness (X2(1) = 36.76, p<.0001). The data of Table 4.1.16 suggest 
that deaf children with hearing-impaired parents were more likely to 
have a familial history of deafness than were deaf children with 
normal-hearing parents. 
M. Rated Speech Intelligibility. Communication involves not 
only the ability to form the words and to speak them, but also to be 
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Table 4.1.16 
Children s Familial History of Deafness as Reported 
by Parents (N=108) 
Familial 
hi story 
of deafness 
Parental hearing status 
Both parents 
normal hearing 
One or both parents 
hearing-impaired 
Row 
sub¬ 
total s 
Yes 16.5%a (15)b 88.2% (15) 27.8% (30) 
Mo 83.5% (76) 11.8% (2) 72.2% (78) 
Note: Data not reported for 5 students. 
aPercents noted are column percents, 
lumbers in parentheses are cell sizes. 
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understood by the listener. With this In mind. the teachers were 
asked to provide an Intelligibility rating for each child. These 
ratings were based on how well the average hearing person would 
understand the child's speech. 
The teachers were provided with five categories of intelligi¬ 
bility in the Teacher Questionnaire, from which to rate the child's 
speech. These categories and their interpretation included the 
following: 
l._Very Intelligible refers to the child whose speech is verv 
similar to tne speech of a hearing person of the same age. 
2 '-dmicu I ftp1 understand.^ ^ Ch"d Wh°5e SpeeCh is SMewhat 
3. _Barely Intelligible refers to the child whose speech can only be 
understood after repetition and use of other cues. 
4. _Not Intelligible refers to the child whose speech is indistin¬ 
guishable to the hearing listener. 
5. _Speech Would Not be Attempted refers to the child who would not 
ordinarily attempt to use speech. 
Table 4.1.17 provides the frequency distribution for data 
reported for the rated speech intelligibility scores for deaf children 
with normal hearing and hearing-impaired parents. As is indicated by 
the marginal totals, the majority of the 125 children for whom there 
was data, 32.2% were reported to have speech that was "Barely 
Intelligible," and 33.6% of the students had speech that was 
"Intelligible." Teacher reported ratings for 24.4% of the students 
indicated that their speech was "Not Intelligible." The remaining 
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Table 4.1.17 
Frequency Distribution of Teacher Rated Speech Intelligibility 
for Deaf Children with Parents Having Normal Hearing and Parents 
Having Hearing-impaired Status (N=125) 
Parental hearing status 
Intelligibility 
rati ng 
Both parents 
normal hearing 
One or both parents 
hearing-impaired 
Marginal 
subtotals 
Very Intelligible 
(Very similar to the 
speech of a hearing 
person of the same 
age) 
6.7%a (7)b 5.6% (7) 
Intel 1 igible 
(Somewhat difficult 
to understand) 
32.4% (34) 40.0% (8) 33.6% (42) 
Barely Intelligible 
(Can only under¬ 
stand after repe¬ 
tition and use of 
other cues) 
36.2% (38) 30.0% (6) 35.2% (44) 
Not Intelligible 
(Speech is indistin¬ 
guishable to the 
hearing listener) 
21.0% (22) 30.0% (6) 22.4% (28) 
Speech Not Attempted 
(Student would not 
ordinarily attempt 
to use speech) 
3.8% (4) 3.2% (4) 
Note: Data not reported for 10 students. 
Percents noted are column percents. 
Numbers in parentheses are cell sizes. 
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students which consisted of less than 9% of the population were 
reported in either the "Very Intelligible" (5.6%) or the "Speech Not 
Attempted" (3.2%) categories. 
The researcher sought to determine the specific variables that 
influenced the rated speech intelligibility of the children 
participating in the study. A chi-square analysis indicated a 
significant relation between the degree of hearing loss and rated 
speech intelligibility (X2(8)=21.943, p<.005). The data in Table 
4.1.18a shows this relation. It appears that deaf children with less 
residual hearing were more likely to be less intelligible in their 
speech than were deaf children who had more residual hearing. 
Data describing the speech intelligibility and the influence of 
the location of the hearing aid is shown in Table 4.1.18b. A 
chi-square analysis of this data showed a significant relation between 
speech intelligibility ratings and the use of ear level or body-worn 
amplification (X^(4) = 17.985, p<. 002). It appears that those children 
who wore ear-level amplification had considerable range in speech 
intelligibility than did those who wore body-worn amplification. 
The influence of the frequency of hearing aid use on 
intelligibility is indicated from this study. Data describing the 
speech intelligibility and the influence of the frequency of hearing 
aid use at home is shown in Table 4.1.18c. A chi-square analysis of 
this data showed a significant relation between speech intelligibility 
ratings and the frequency of hearing aid use at home (X2(12)=26.849, 
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Table 4.1.18a 
Frequency Distribution of Teacher Rated Speech Intel1iqibi 1 itv 
for Deaf Children with Differing Degrees of Hearing Loss (N=133) 
Degree of hearing status 
Intelligibility 
rating Severe 
Severe to 
profound 
Profound to 
profound 
total 
Marginal 
subtotals 
Very Intelligible 
(Very similar to 
the speech of a 
hearing person of 
the same age) 
20.0%a (l)b 20.0% (3) 3.5% (4) 6.0% (8) 
Intel 1igible 
(Somewaht difficult 
to understand) 
80.0% (4) 53.3% (8) 29.2% (33) 33.8% (45) 
Barely Intelligible 
(Can only understanc 
after repetition 
and use of other 
cues) 
6.7% (1) 38.1% (43) 33.1% (44) 
Not Intelligible 
(Speech is indis¬ 
tinguishable to 
the hearing 
1istener) 
13.3% (2) 26.5% (30) 24.1% (32) 
Speech Not Attempted 
(Student would not 
ordinarily attempt 
to use speech) 
6.7% (1) 2.7% (3) 3.0% (4) 
Note: Data not reported for 2 students. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Table 4.1.18b 
Frequency Distribution of the Influent . 
Hearing-aid on Teacher Rated Speech InteUig?bil?tf (S=10°2) 
Location of hearing-aid 
“---- 
Intelligibility 
Rating Ear level Body-worn 
Marginal 
subtotal s 
Very Intelligible 
(Very similar to 
the speech of a 
hearing person of 
the same age) 
8.4%a (7)b 6.9% (7) 
Intel 1igible 
(Somewant difficult 
to understand) 
37.3% (31) 21.1% (4) 34.3% (35) 
Barely Intelligible 
(Can only understand 
after repetition 
and use of other 
cues) 
24.1% (20) 73.7% (14) 33.3% (34) 
Not Intelligible 
(Speech is indis¬ 
tinguishable to 
the hearing 
1istener) 
26.5% (22) 5.3% (1) 22.5% (23) 
Speech Not Attempted 
(Student would not 
ordinarily attempt 
to use speech) 
3.6% (3) 2.9% (3) 
Note: Data not reported for 33 students. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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p<.008). There appears to be a tendency toward decreased speech 
Intelligibility ratings when there is a decreased frequency of hearing 
aid use at home. 
In addition. Table 4.1.18d illustrates a similar pattern of 
influence when data describing the speech intelligibility and the 
frequency of hearing aid use outside the classroom are examined. A 
chi-square analysis of this data also showed a significant relation 
between speech intelligibility ratings and the frequency of hearing 
aid use outside the classroom (X2(12)=23.377, p<.004). Again, there 
appears to be a tendency toward decreased speech intelligibility 
ratings with decreased frequency of hearing aid use. 
1.2 Descriptive Data on the Parents 
A. Parental Hearing and Family Status: 
(1) Mother s Status. Of the 113 mother's for whom there were 
data, 95 (84.1%) had normal hearing, while 18 (15.9%) were hearing- 
impaired. Ninety-three (82.3%) of the normal hearing mothers reported 
that their spouse had normal hearing. Two (1.8%) mothers with normal 
hearing reported that their spouses were hearing-impaired. All the 
hearing-impaired mothers reported that their spouses were hearing- 
impaired. 
(2) Father's Status. Ninety-seven (85.9%) of 113 fathers were 
reported to be normal hearing and 16 (14.1%) fathers were reported to 
be hearing-impaired. Ninety-three (82.3%) of the normal-hearing 
In
fl
ue
nc
e 
o
f 
th
e 
Fr
eq
ue
nc
y 
o
f 
H
ea
ri
ng
-a
id
 
U
se
 
O
ut
si
de
 
th
e 
C
la
ss
ro
om
 
a
n
d 
T
ea
ch
er
 
R
at
ed
 
Sp
ee
ch
 
In
te
ll
ig
ib
il
it
y
 
(N
-1
31
) 
97 
N
ot
e:
 
D
at
a 
n
o
t 
re
po
rt
ed
 
fo
r 
4 
s
tu
de
nt
s.
 
P
er
ce
n
ta
g
es
 
n
o
te
d 
a
re
 
c
o
lu
m
n 
pe
rc
en
ts
. 
^
N
um
be
rs
 
in
 
pa
re
nt
he
se
s 
a
re
 
c
e
ll
 
s
iz
es
. 
98 
fathers reported that their spouse had normal hearing. Four (3.5*) 
normal-hearing fathers reported that their spouse was hearing- 
impaired. All hearing-impaired fathers reported that their spouses 
were hearing-impaired. 
iL:_Educational Attainments of the Parents: 
(1) —tner's Educational Status. In Table 4.1.19 are data 
showing the highest levels of education attained by the normal hearing 
and hearing-impaired mothers of the students participating in the 
study. Of the 109 mothers for whom there were data, the majority 
(62.4*) reported that they completed high school and an additional 
25.7* (28 ) reported that they had attended a college or university. 
The remaining respondents reported that they completed either a 
vocational-secretarial program (7.3*) or an elementary school (4.6*). 
No significant relation was found between the mother's level of 
educational attainment and their hearing status. 
(2) Father's Educational Status: Data describing the highest 
level of education attained by normal hearing and hearing-impaired 
fathers are presented in Table 4.1.20. As is shown in the table, of 
the 106 fathers providing data, 49.1% completed high school, and an 
additional 36.8% attended a college or university. A smaller 
percentage of the fathers (10.4%) completed elementary school, and 
3.8% reported completing vocational-secretarial school. 
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Table 4.1.19 
Mothe^°?N=109)S °f N°™il1 Heari"9 and Hearing-impaired 
Highest 
Mother1s hearing status 
level of 
educational 
attainment Normal hearing Hearing-impai red 
Row 
sub¬ 
total s 
Elementary 3.3%a (3)b 11.8% (2) 4.6% (5) 
High School 64.1% (59) 52.9% (9) 62.4% (68) 
Vocational - 
Secretarial 
7.2% (6) 11.8% (2) CO
 
s
*
 
m
 
•
 
Col 1 ege-Uni versi ty+ 26.1% (24) 23.5% (4) 25.7% (28) 
  
Note: Data not reported for 4 mothers. 
aPercents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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Table 4.1.20 
Fathers°?N=106)S °f N°r,nal Hearin9 and Hearing-Impaired 
Highest 
Father's hearing status 
level of 
educational 
attainment Normal hearing Hearing-impaired 
Row 
sub¬ 
total s 
Elementary 5.6%a (5)b 35.3% (6) 10.4% (11) 
High School 52.8% (47) 29.4% (5) 49.1% (52) 
Vocational - 
Secretarial 
2.2% (2) 11.8% (2) 3.8% (4) 
Col 1 ege-Uni versi ty+ 39.3% (25) 23.5% (4) 36.8% (39) 
Note: Data not reported for 7 fathers. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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A chi-square analysis of these data showed a significant 
relation between the father's level of educational attainment and the 
father's hearing status (X^OMS.IO, p.c.OOl). The data in Table 
4.1.20 suggests that more normally hearing fathers had high school or 
college education than did hearing-impaired fathers. Concomitantly, 
it appears that fewer normal hearing fathers had elementary or 
vocational school training than did hearing-impaired fathers. 
Data describing the social interactions of children having 
fathers of different educational status are presented in Table 4.1.21. 
A chi-square analysis of the data given in the table showed a 
significant relation between the educational attainments of the 
fathers and the child's social interaction outside the family 
(X (3)10.16, p.<05). It appears that social interactions outside the 
family were relatively more common among the children whose fathers 
had a high school or college level education than they were for 
children whose fathers had an elementary or vocational-secretarial 
level education. 
No significant relation was found between the educational 
attainment of the mother and the child's social interaction outside 
the family. 
C. Parental Occupations: 
(1) Mother's Occupations: Data describing the occupational 
categories of normal hearing and hearing-impaired mothers are 
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Table 4.1.21 
The Educational Attainments of 
Social Interaction Outside of the Fathers and the Chi the Family (N=107) Id' s 
Highest 
level of 
educational 
attainment 
Child's social 
the 
interaction outside 
family 
Yes No 
Row 
sub¬ 
total s 
Elementary 8.2%d (8)b 33.3% (3) 10.3% (11) 
High School 49.0% (48) 55.6% (5) 49.5% (53) 
Vocational- 
Secretarial 
3.1% (3) 11.1% (1) 3.7% (4) 
College-University+ 39.8% (39) 
— 36.4% (39) 
Note: Data not reported for 6 students' fathers. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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presented In Table 4.1.22a. As is shown in the table, of the 109 
mothers providing data, the majority (56.0%) were employed as 
Operatives or Service Workers, while 2.1.% were Unemployed. Smaller 
percentages of the mothers were employed in such categories of 
Craftsmen or Foremen (6.4%), Unskilled or Farm Laborers (3.7%), and 
Professional or Technical (1.8%). An additional 8.3% of the mother's 
occupations were classified as Unknown. Occupations in each of the 
remaining categories listed in the table were reported by less than 3% 
of all respondents. These remaining occupations were Clerical or 
Sales, Manager or Proprietor, and Disabled, Unemployed. 
No significant relation were found between the mother's 
occupation and the mother's hearing status or the children's sex. 
In Table 4.1.22b are presented data describing the educational 
attainment of mothers in different occupational categories. A 
chi-square analysis of these data showed a significant relation 
between the mother's occupational status and the mother's educational 
attainment (X^(24)=51.40, p.c.OOl). It appears that those mothers 
with a high school or college level education had considerably lower 
status occupations than did those mothers with an elementary or 
vocational level education. 
Data describing the occupations of the mothers and their child's 
use of ampl i f i cati on are shown in Table 4.1.22c. A chi-square 
analysis of these data showed a significant relation between the 
mothers' occupations and their children's use of amplification 
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Table 4.1.22a 
Mothers^M=109)t1<>nS °f NOr*al Heari"9 and Hearing-impaired 
Mother's hearing status 
Occupational 
Categories formal hearing Hearing impaired 
Professional or 
Technical 
2.2%a (2)b 
— 
Managerial or 
Proprietor 
1.1% (1) — 
Clerical or Sales 1.1% (1) — 
Craftsmen or Foreman 5.4% (5) 11.3% (2) 
Operatives or 
Service Workers 
54.3% (50) *—4
 
•
 
Unskilled or 
Farm Laborers 
4.3% (4) 
Unemployed 22.8% (21) 11.8% (2) 
Disabled, Unemployed 1.1% (1) — 
Unknown 7.6% (7) 11.8% (2) 
Note: Data not reported for 4 students. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
Row 
sub¬ 
total s 
1.8% (2) 
.9% (1) 
•9% (1) 
6.4% (7) 
56.0% (61) 
3.7% (4) 
21.1% (23) 
.9% (1) 
8.3% (9) 
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Table 4.1.22c 
The Reported Occupations of the Mothers 
Use of Amplification (M=113) and Their Child's 
Hearin g Aid Usage 
1 
Occupational 
categories Yes No 
Row 
subtotals 
Professional or 
Technical 
1,9%a (2)b 11.1% (1) 2.7% (3) 
Managerial or 
Proprietor 
1.0 (1) — (0) 
.9 (1) 
Clerical or Sales — (0) 11.1 (1) .9 (1) 
Craftsmen or Foreman 6.7 (7) 11.1 (1) 7.1 (8) 
Operatives or 
Service Workers 
53.3 (56) 55.6 (5) 54.0 (61) 
Unskilled or 
Farm Laborers 
3.8 (4) — (0) 3.5 (4) 
Unemployed 23.1 (24) 11.1 (1) 22.1 (25) 
Disabled Unemployed 1.0 (1) — (0) .9 (1) 
Unknown 8.7 (9) — (0) 8.0 (9) 
Note: No missing data. 
Percentages noted are column percents. 
bNumbers in parentheses are cell sizes. 
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<X2(8)=16.25, 
amplification was 
occupations than i 
P.<.03 ). It appears that the child's use of 
relatively more cornion among mothers In lower status 
t was among children In higher status occupations. 
Finally, chi-square analysis also showed a significant 
relationship between the mothers' occupations and their children's 
speech intelligibility rating (X2(32)=66.92, p.c.001). This 
relationship is shown in Table 4.1.22d. Deaf children with mothers in 
lower status occupations or unemployed were more likely to have less 
intelligible speech than were deaf children with mothers in higher 
status occupations. 
(2) Father's Occupation: Table 4.1.23a provides the frequency 
distribution for occupational data reported for deaf children with 
normal hearing and hearing-impaired fathers. As is indicated by the 
marginals, of the majority of the 109 fathers for whom there were 
data, 62.4% (68) were classified in lower status occupational 
categories. These categories included: Unskilled or Farm Laborers 
(22.0%), Unemployed (8.3%), Disabled, Unemployed (14.7%) and Unknown 
(17.4%). Reports for 24.8% (27) of the fathers indicated that they 
were employed in Operatives or Service Workers. The remaining 
fathers, which consisted of less than 13% (14) of the respondents were 
classified in either the Professional or Technical (6.4%), the 
Craftsmen or Foreman (3.7%), the Clerical or Sales (1.8%), or the 
Managerial or Proprietor (.9%) categories. No significant relation 
was found between the father's occupation and the father's hearing 
status. 
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Data describing male and female students' father's occupation 
are shown in Table 4.1.23b. A chi-square analysis of these data 
showed a significant relation between the children's sex and their 
father's occupation (X2(8)=17.44. p.<.03). It appears that relatively 
fewer fathers of deaf males were found in higher status occupations 
than the fathers of deaf females. 
The relation between the father's occupation and educational 
attainments was also examined. The data describing this relation are 
given in Table 4.1.23c. A chi-square analysis of these data showed a 
significant relation between the father's occupational status and the 
father's educational attainments {X2(24)=99.64, p.c.ooi). There 
appeared to be a tendency for those fathers with a high school or 
college level education to have considerably lower status occupations 
than did those fathers with an elementary or vocational level 
occupation. 
(3) Parental Use of Amplification: Data reported in Table 
4.1.24 shows the reports of amplification usage by the hearing- 
impaired parents. As shown in the table, 72.7% (24) of the mothers 
and fathers reportedly did not use amplification. A smaller 
percentage (27.3%) of the parents used amplification. 
A chi-square of the hearing-impaired parent's use of 
amplification showed a significant relation between family status and 
their hearing-aid use (X2( 1) = 27.91, p.c.OOO). It appears that 
amplification were less commonly used by deaf fathers than by deaf 
mothers. 
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Table 4.1.24 
Use of Amplification 
and Fathers (N=33) Reported by Hearing-impaired Mothers 
Family Status 
—-— 
Use of 
Amplification 
Hearing-impaired 
Mothers 
Hearing-impai red 
Fathers 
Row 
Subtotals 
Yes 35.3%a (6) 18.8% (3) 27.3% (9) 
No 64.7 (11) 81.2 (13) 72.7 (24) 
Mote: Data was not reported for 1 mother. 
Percents noted are column percents. 
Numbers in parentheses are cell sizes. 
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In addition, a chi-square analysis of the hearing-impaired 
mother's use of amplification showed a significant relation between 
the mother s education and their use of amplification (X2(3)=12.68, 
p.<.01). There appears to be a tendency for increased hearing-aid use 
among mothers with high school or college education. Concomitantly, 
fewer hearing-impaired mothers with elementary or vocational education 
used amplification. 
No significant relation between the father's education and their 
use of amplification was found. 
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SECTION II 
2.1 Descriptive Data on the Schools 
and Teachers 
A* PjLesent Type of Educational Program: Of the sixteen programs 
for the hearing-impaired that participated in the study, eight of the 
schools (50%) were residential school programs, four (25%) of the 
schools were day school programs for deaf students only, and four 
(25%) of the schools were public school programs with integrated day 
cl asses. 
Data that describes the students attending these programs are 
provided in Table 4.2.1a. Of the 125 students for whom there were 
data, 51.9% (70) of the students attended residential school programs, 
27.4% (37) of the students attended day school programs for deaf 
students only, and 20.7% (28) of the students attended public scnool 
programs with integrated classes. 
The researcher sought to identify specific variables that were 
related to the present type of educational program for the children 
participating in the study. A chi-square analysis indicated a 
significant relation between the present type of educational program 
and the frequency with which the children used amplification at home 
( ( 6 ) = 14.39 , p.<.03). The data in Table 4.2.1b suggests that 
children who attended either day schools for the deaf or day classes 
in public schools were less likely to use amplification at home 
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Table 4.2.1a 
Present Type of Educational Program of Parti 
Normal Hearing and Hearing-impaired Parents 
cipating 
(N=135) 
Students With 
Family Status 
Present type 
of Educational 
Program 
Both parents 
with 
normal hearing 
One or both 
Parents 
hearing-impaired 
Row 
Subtotals 
Residential School 
for the Deaf 44.9%d (57) 65.0% (13) 51.9% (70) 
Day School for 
the Deaf 26.0 (30) 35.0 (7) 27.4 (37) 
Day Classes in 
Public Schools 24.5 (28) (0) 20.7 (28) 
Note: No missing data reported by the schools. 
aPercents noted are column percents. 
bNumbers in parentheses are cell sizes. 
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"Sometimes" or "Wpvpr" »h5n 
than were children who attended residential 
schools. 
Data describing the present type of educational program and its 
influence on the frequency of hearing-aid use in the classroom is 
shown in Table 4.2.1c. A cni-square analysis of these data showed a 
significant relation between the present type of educational program 
and the frequency of hearing-aid use in the classroom (X2(6)=29.44, 
p.<.001). It appears that those children who attended residential 
school programs wore amplification in the classroom less frequently 
than children in day schools or public school programs. 
In Table 4.2.Id are data describing the present type of 
educational program and the frequency of hearing-aid use outside the 
classroom. A chi-square analysis of these data showed a significant 
relation between these two variables (X2(6)=38.79, p.<.000). it 
appears that children attending residential school programs tend to 
use amplification less frequently in the classroom than do children 
who attend day schools or day classes. 
The relation between present type of educational program and the 
child's speech intelligibility is shown in Table 4.2.1e. A chi-square 
analysis of these data showed a significant relation between the 
present type of program and their speech intelligibility (X2(8)=16.36, 
p. <.04) . There appears to be a tendency toward lower speech 
intelligibility among children who attend residential schools than 
among children who attend day schools or day classes. 
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8..Current Enrollment Status: Table 4.2.2a shows the enrollment 
status of the students as reported by the schools. Of the 135 
students for whom there were data, 74.8% of the students were 
reportedly day students. A smaller percentage (25.2%) of the students 
were reported to be residential students. 
A chi-square analysis of the data is Table 4.2.2a showed a 
significant relation between the enrollment status of the students and 
parental hearing status (X2(2)=42.199, p.<.001). It appears that the 
historically traditional residential student enrollment was relatively 
less common among children with normal hearing parents than it was 
among children with hearing-impaired parents. 
Further analyses were done to determine whether there was a 
relation between the children's current enrollment status and the 
demographic variables of interest to this study. The data on which 
these analyses were based are reported in Table 4.2.2b through Table 
4.2.2f. 
A chi-square analysis of the data in Table 4.2.2b indicated a 
significant relation between the students' current enrollment status 
and their reported preschool experience (X2(1)=5.15, p. <.03). It 
appears that students enrolled as day students were most likely to 
have had a preschool experience than were students enrolled as 
residential students. 
Data describing the student's current enrollment status and the 
type of hearing-aid fittings used by the children are shown in Table 
4.2.2c. A chi-square analysis of these data showed a significant 
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Table 4.2.2a 
Current Student Enrollment Status for Children 
Hearing-impaired Parents (N=135) with Normal Hearing and 
Parental hearing status 
Current 
Enrollment 
Status 
Both parents 
with 
normal hearing 
One or both 
parents 
hearing-impaired 
Row 
Subtotals 
Residental Student 24.3%a (28) 30.0% (6) 25.2% (34) 
Day Student 75.7 (87) 70.0 (14) 74.8 (101) 
Note: No missing data reported by the schools. 
aPercents noted are column percents. 
bNumbers in parentheses are cell sizes. 
124 
Table 4.2.2b 
Current Student Enrollment 
Reported by Their Parents fN=113)f°r Chi1dren with Preschool Experience 
Current 
enrollment 
status 
Preschool experience 
Yes No 
Row 
Subtotals 
Residental Student 24.0%a (24)b 53.8% (7) 27.4% (31) 
Day Student 76.0 (76) 46.2 (6) 72.6 (82) 
Note: No missing data. 
aPercents noted are column percents. 
bNumbers in parentheses are cell sizes. 
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Table 4.2.2c 
Type of Hearing Aid Fittings and the Child' 
Reported by Parents (N=104) s Current Enrollment Status 
Type of hearing aid fittings 
Current 
enrollment 
status 
Binaural 
amplification 
Monaural 
amplification 
Bi-unilateral 
amplification 
(y-cord,BICROS) 
Row 
Subtotals 
Residential 
Student 
24.l%a (13) 21.4% (9) 62.5% (5) 26.0% (27) 
Day Student 75.9 (41) 78.6 (33) 37.5 (3) 74.0 (77) 
Note: Data not reported for 9 students. 
Percents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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relation between the student's current enrollment status and the type 
of hearing-aid fittings used by the student (X2(2)=6.11, p.<.05). it 
appears that students enrolled as day students were more likely to be 
fitted with monaural amplification than were children enrolled in 
residential programs. Concomitantly, residential students were more 
likely to be fitted with bi-uni 1 ateral amplification than were day 
students. 
The relation between enrollment status and the student's use of 
amplification in the classroom is shown in Table 4.2.2d. A chi-square 
analysis of these data showed a significant relation between the 
students current enrollment status and their use of amplification in 
the classroom (X^(l) = 5.66, p. < .02). There appears to be a tendency 
for residential students to use amplification less in the classroom 
than do day students. 
In table 4.2.2e are data describing the current enrollment 
status and the frequency of hearing-aid use in the classroom. A 
chi-square analysis of these data showed a significant relation 
between enrollment status and the frequency of hearing-aid use in the 
classroom (X^(3) = ll .15, p. < .01). Again, it appears that residential 
students use their hearing aids with less frequency in the classroom 
than do day students. 
Finally, the data in Table 4.2.2f describe the current 
enrollment status of the students and the frequency of the students 
hearing-aid usage outside the classroom. A chi-square analysis 
indicated a significant relation between current enrollment status and 
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Table 4.2.2d 
Current Enrollment status of Students 
the Classroom (N^=134) and Their Use of Amplification in 
Current 
Hearing-aid usage in the classroom 
“ ■ -- 
Lnroiiment 
Status Yes No 
Row 
Subtotals 
Residential Student 23.4%a (30)b 66.7% (4) 25.4% (34) 
Day Student 76.6 (98) 33.3 (2) 74.6 (100) 
Note: Data was not reported for 1 student. 
aPercents noted are column percents. 
^Numbers in parentheses are cell sizes. 
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the frequency of ampT1ficat,on usage outside tne classroom 
(X2(3) = 8.83, p.< .04). It appears that there is some tendency for 
increased hearing aid usage outside the classroom among students 
enrolled as day students than among those enrolled as residential 
students. 
c- leather's Hearing Status- The teachers who completed the 
Teacher Questionnaire were asked to indicate their hearing status 
( normal hearing,” "nard-of-hearing," or “deaf"). Table 4.2.3 
indicates that of the 124 teachers for whom there were data, 94.n 
(117) of the respondents were normal hearing and HZ (5) 0f the 
teachers were deaf. Less than 2% (2) of tne teachers reported that 
they were hard-of-hearing. 
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Table 4.2.3 
Reported Teacher Hearing Status for Deaf Chil 
and Hearing-Impaired Parents (N=124) dren with Normal Heari ng 
Teacher 
hearing 
status 
Parent Hearing Status 
Row 
Subtotals 
Both parents 
normal 
hearing 
One or both 
parents 
hearing-impaired 
Normal Hearing 94.2%a (98)b 95.0% (19) 94.4% (117) 
Hard of Hearing 1.9 (2) (0) 1.6 (2) 
Deaf 3.8 (4) 5.0 (1) 4.0 (5) 
Note: No missing data. 
aPercents noted are column percents. 
bNumbers in parentheses are cell sizes. 
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SECTION III 
Tests of the Hypotheses 
The following analyses were conducted using the Statistical 
Package for tne Social Science (Numbers 3.0 and 3.3) and the 
University of Massachusetts' Control Data Computer Cyber 175-6000. 
Data were keypunched onto computer cards and entered into the system 
by means of a deck reader. 
In all of the following tests, two-tailed tests of significance 
were used. The customary probability level of .05 or less was used as 
the criterion for determining statistical significance. 
The Hypothesis 
Hypothesis 1: The first hypothesis stated that there would be 
no statistically significant differences in the mean usage of 
communication styles in the parent-to-student interactions 
when compared with the mean usage of these styles in the 
student-to-parent interactions. 
Given in Tables 4.3.1 and 4.3.2 are the reported frequencies 
with which seven communication modes were used in the parent-to- 
student interactions and the student-to-parent interactions. 
With respect to the parent-to-student interactions, it is 
evident from Table 4.3.1, that speech without cues is clearly the 
communication mode most often used "Always" (41%). Manual signs are 
the second most frequently reported communication mode used "Always" 
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(28%). These two communication modes were also reported to be 
"Usually" used by about equal portions of the respondents (about 28%). 
The responses in the "Sometimes" category are useful to examine 
in order to ascertain adjunct styles of communication that are used. 
Writing (55%) and fingerspelling (47%) modes were the most commonly 
used Sometimes." Speech without voice (74%) and cued speech (55%) 
were reported by the parents as modes that were "Never" used. 
With respect to the student-to-parsnt interactions, speech 
without cues (30%) and manual signs (32%) were the communication modes 
most frequently reported as "Always" used. Speech without cues (35%) 
followed by manual signs (25%) were the most frequently reported as 
used in the "Usually" category. 
Adjunct modes were utilized by the students in their 
interactions with their parent(s). Gestures (66%) and writing (63%) 
were the most frequently reported modes used "Sometimes," but 
fingerspelling (49%), manual signs (32%) and speech without cues (27%) 
were also used by sizeable portions of the respondents. Speech 
without voice (72%) and cued speech (59%) were also reported as modes 
that were used "Never." 
The mean frequency with which the communication styles were used 
in parent-to-student and student-to-parent interactions are given in 
Table 4.3.3. An overall Hotel lings T^ test of the differences in the 
mean usage of the communication styles indicated no significant 
differences in the mean frequency with which these styles were used in 
parents' and students' interactions with each other (F (7,62) = 1.51, 
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Table 4.3.3 
T-test Results of Comparing the Mean Usage of Cornmuniratinn • 
Parent-to-student and Student-to-parent Interactions * 
Interaction Mean S.D. t d.f. P 
Cued Speech: 
- - 
Parent-to-student 1.62 
.82 
.96 Student-to-parent 1.55 
.80 68 .340 
Speech Without Cues: 
Parent-to-student 2.94 
.98 1.00 Student-to-parent 2.85 
.96 68 .321 
Speech Without Voice: 
Parent-to-student 1.26 
.58 
-.63 68 Student-to-parent 1.31 
.80 .531 
Manual Signs: 
Parent-to-student 2.46 1.04 
-2.63 68 Student-to-parent 2.62 1.06 .011* 
Fingerspel1ing: 
Parent-to-student 1.58 .70 63 Student-to-parent 1.65 .64 
-1.04 
.301 
Gestures: 
Parent-to-student 1.90 .73 
-1.40 68 .167 Student-to-parent 1.97 .75 
Writing: 
Parent-to-student 1.67 .61 
-.90 68 .370 Student-to-parent 1.71 .60 
Note: N-69 for all variables. 
*Significance at .05 level. 
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p<.17>. However, when paired t-test, of the differences in usage were 
conducted for each style separate,*, a significant difference was 
found in the frequency with which manual signs were used in parents' 
and students' interactions with each other, with students using this 
Style slightly more frequently when interacting with their parents 
than did their parents when interacting with them. Although 
significant, however, the difference in usage is very small. The 
results of all t-tests are given in Table 4.3.3. The significant 
differences allow rejection of hypothesis 1. 
^n^Vg^ffelnt dTfT hypothesis stated there will be 
significant differences in the mean usaae nf tha 
communication styles used in the teacher-to-sfudpnt 
i interactions when compared with the mean usage of these 
styles in student-to-teacher interactions. 
Given in Tables 4.3.4 and 4.3.5 are the frequencies with which 
seven communication modes were used in the teacher-to-student 
interactions and the student-to-teacher interactions. 
With respect to the teacher-to-student interactions, the data in 
Table 4.3.4 indicate that manual signs was the communication mode most 
commonly said to be used "Always" (49%). Speech without cues is the 
second most frequently reported mode used "Always" (36%). Little 
difference was reported in the frequency with which manual signs (31%) 
and speech without cues (35%) were "Usually" used. 
With respect to the adjunct modes that were used, a similar 
pattern of usage in the teacher-to-student interaction is found when 
compared with the parent-to-student interaction. The most commonly 
reported mode in the Sometimes" category included, most prominently. 
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gestures (74.), whicn was m greater than the parents' report 
Fingerspening ,54.,. speech without voice ,34.) and speech without 
cues ,24.) were Indicated by the teachers as being used "Sometimes." 
Finally, cued speech (98.) and speech without voice (64.) were 
reported by the respondents as communication modes that were “Never- 
used. Writing was not reported to be used in these interactions. 
With respect to the student-to-teacher interactions (Table 
4.3.5), manual signs ,44.) was the mode most frequently reported as 
used "Always." Speech without cues (27.) was the second most 
frequently reported style used "Always." Little difference was 
reported in the frequency with which manual signs ,32.) and speech 
without cues (31%) were used "Usually." 
Adjunct communication modes were also utilized by the students 
in their interactions with their teacher(s). Gestures (73%), 
fingerspelling (62%), followed by speech without voice (41%), and 
speech without cues (30%) were commonly reported as used "Sometimes." 
The respondents indicated that the students used cued speech (99%) 
Never. Speech without voice (49%) and fingerspelling (30%) were 
also frequently reported as "Never." Writing was not reported to be 
used in any of the interactions. 
The mean frequency with which the communication styles were used 
in teachers' and students' interactions with each other are given in 
Table 4.3.6. An overall Hotellings T2 that compared the differences 
in the mean usage of the communication styles in these two types of 
interactions indicated that there were significant differences in the 
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Table 4.3.6 
I"test Results of Comparing the Mean Usage 
Teacher-to-student and Student-to-teacher of Communication Styles Interactions 
in 
Interaction Mean S.D. t d.f. P 
Cued Speech: 
Teacher-to-student 
Student-to-teacher 
1.00 
1.00 
.09 
0.00 1.00 122 .319 
Speech Without Cues: 
Teacher-to-student 
Student-to-teacher 
3.00 
2.78 
.92 
.98 4.31 122 .001* 
Speech Without Voice: 
Teacher-to-student 
Student-to-teacher 
1.38 
1.60 
.52 
.67 -4.32 1122 .001* 
Manual Signs: 
Teacher-to-student 
Student-to-teacher 
3.12 
3.08 
1.06 
1.00 .76 122 .448 
Fingerspel1ing: 
Teacher-to-student 
Student-to-teacher 
1.68 
1.79 
.63 
.63 -2.95 122 .004* 
Gestures: 
Teacher-to-student 
Student-to-teacher 
2.03 
2.09 
.64 
.66 -1.81 122 .074 
Note: N-123 for all variables. 
*Significance at .005 or less. 
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average frequency with which these styles were used in teachers' and 
students interactions with each other (F (6,117)=6.24, p<.001). 
An exploration of the mean differences in the usage of each 
style was conducted using paired t-tests, and the results of these 
tests are shown in Table 4.3.6. These results indicated that teachers 
and students differed in their usage of speech without cues, speech 
without voice, and fingerspelling. Speech without cues was used 
slightly more commonly when teachers interacted with their students 
than it was when their students interacted with them. In contrast, 
speech without voice and fingerspelling were used slightly less 
commonly when the teachers interacted with their students than these 
styles were used when their students interacted with them. 
Additional Data to Hypothesis la and lb: It is reasonable to 
expect that the students communication style and interaction will be 
influenced by the communication environment in which the student is 
operating. In an attempt to follow up Hypotheses la and lb, which 
pertain to the interactions used in the home and at school, further 
analyses of the following interactions were conducted. These 
interactions entailed the students' interactions with (1) family 
members, (2) other deaf students, (3) hearing people outside the 
family, and (4) hearing students. Frequency tables describing each of 
these interactions are given in Appendix L. 
With regard to the interactions between children and family 
members, an overall Hotel lings T^ test of the differences in the usage 
of the communication styles indicated significant differences in the 
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frequency with which these styles were used in family members' and 
students' interactions with each other (F (7,651=3.66, p<.003). 
Paired t-tests of the mean differences in usage that were conducted 
for each style separately showed that this overall difference could be 
attributed to differences in the usage of manual signs and finger¬ 
spelling when the students and family members were interacting with 
each other. As shown in Table 4.3.7a, the students used these styles 
Of communication more frequently when interacting with their family 
members than did their family members when interacting with them. 
With regard to the interactions between the students and other 
deaf children, an overall Hotellings T? of the differences in the 
usage of the seven communication styles indicated significant 
differences in the frequency with which these styles were used in 
students' and deaf children's interactions with each other 
(F (6,1121 = 2.27, pc.042). When t-tests of the differences in usage 
were conducted for each style separately, as shown in Table 4.3.7b it 
was found that this overall difference could not be attributed to any 
simple differences in the two types of interactions. Thus, the 
supposition that differences in the interactions between the students 
and other deaf children's interactions with each other was not 
supported by the data. 
An overall Hotellings T2 was also used to compare the 
interactions between the students and hearing persons outside the 
home. This test showed a marginally significant difference between 
these two types of interactions (F( 7,59)=2.07 , p<.06). Further 
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Table 4.3.7a 
T-test Results of Comparinq the Mpan ikano nf 
Student-to-Far,lily Members and Family Members.to-s“2en? InJeracUonl" 
Interaction Mean S.D. t d.f. P 
Cued Speech: 
Family members-to-student 
Student-to-family members 
1.43 
1.45 
.69 
.75 -.63 71 .531 
Speech Without Cues: 
Family members-to-student 
Student-to-family members 
2.80 
2.78 
.94 
1.02 .17 71 .867 
Speech Without Voice: 
Family members-to-student 
Student-to-family members 
1.39 
1.26 
.64 
.65 1.83 71 .072 
Manual Signs: 
Family members-to-student 
Student-to-family members 
2.37 
2.54 
.94 
.96 
-2.34 71 
.022* 
Fingerspelling: 
Family members-to-student 
Student-to-family members 
1.58 
1.71 
.60 
.68 
-2.59 71 .012* 
Gestures: 
Family members-to-student 
Student-to-family members 
2.07 
2.15 
.79 
.80 
-1.62 71 .109 
Wri ti ng: 
Family members-to-student 
Student-to-family members 
1.69 
1.78 
.66 
.71 
-1.51 71 .135 
Note: N=72 for all variables. 
*Significance at .05 or less. 
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Table 4.3.7b 
T-test Results of Comparing the Mean 
Deaf Students-to-Student and Student Usage of Communication Styles in 
-to-Deaf Students Interactions 
Interaction Mean S.D. t d.f. P 
Cued Speech: 
Deaf students-to-student 
Student-to-deaf students 
1.01 
1.00 
.01 
.00 1.00 117 .319 
Speech Without Cues: 
Deaf stu dents-'to-stu dent 
Student-to-deaf students 
2.01 
2.10 
.95 
1.01 -1.33 177 .187 
Speech Without Voice: 
Deaf students-to-student 
Student-to-deaf students 
1.84 
1.94 
.74 
.80 -1.79 177 .077 
Manual Signs: 
Deaf students-to-student 
Student-to-deaf students 
3.26 
3.23 
.83 
.81 1.27 177 .207 
Fingerspelling: 
Deaf students-to-student 
Student-to-deaf students 
1.82 
1.83 
.64 
.60 -.23 177 .820 
Gestures: 
Deaf students-to-student 
Student-to-deaf students 
2.43 
2.34 
.67 
.68 1.83 177 .070 
Note: N=118 for all variables. 
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Table 4.3.7c 
T-test Results of Comparinq the Mean iicano r 
Hearing Person Outside the Home-to-Student :^nicat1on Styles In 
Person Outside the Home Interactions 1 d Student~t0-Hearing 
Interaction Mean S.D. t d.f. P 
Cued Speech: 
Hearing person-to-student 
Student-to-hearing person 1.45 1.53 
.84 
.92 -.82 65 .415 
Speech Without Cues: 
Hearing person-to-student 
Student-to-hearing person 
2.92 
2.82 
1.10 
1.09 1.04 65 .300 
Speech Without Voice: 
Hearing person-to-student 
Student-to-hearing person 
1.21 
1.15 
.41 
.40 .94 65 .350 
Manual Signs: 
Hearing person-to-student 
Student-to-hearing person 
1.80 
2.09 
.71 
.91 -3.16 65 .002* 
Fingerspel1ing: 
Hearing person-to-student 
Student-to-hearing person 
1.53 
1.67 
.59 
.69 -2.12 65 .038* 
Gestures: 
Hearing person-to-student 
Student-to-hearing person 
2.49 
2.32 
.88 
.84 2.02 65 .047* 
Writing: 
Hearing person-to-student 
Student-to-hea ri ng person 
1.92 
1.97 
.77 
.82 -.57 65 .568 
Note: N=66 for all variables. 
*Significance at .05 level or less. 
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Table 4.3.7d 
T-test Results of Comparing the Mean iicarm * ^ 
Hearing Students-to-Student and Student u Co,,muni«t1on Styles In 
itjdent-to-Heanng Students Interactions 
Interaction Mean S.D. t d.f. P 
Cued Speech: 
Hearing students-to-student 
Student-to-hearing students 
1.01 
1.00 
.13 
0.00 1.00 59 .321 
Speech Without Cues: 
Hearing students-to-student 
Student-to-hearing students 
2.88 
2.91 
.80 
.81 -.29 59 .776 
Speech Without Voice: 
Hearing students-to-student 
Student-to-hearing students 
1.21 
1.25 
.49 
.47 -.50 59 .621 
Manual Signs: 
Hearing students-to-student 
Student-to-hearing students 
1.88 
2.21 
.87 
1.11 -3.01 59 .004* 
Fingerspelling: 
Hearing students-to-student 
Student-to-hearing students 
1.65 
1.58 
.61 
.56 1.07 59 .289 
Gestures: 
Hearing students-to-student 
Student-to-hearing students 
2.46 
2.45 
.72 
.79 .19 59 .849 
Wri ti ng: 
Hearing students-to-student 
Student-to-hearing students 
1.93 
1.71 
.71 
.60 .57 59 .568 
Note: N=60 for all variables. 
*Significance at .005 level or less. 
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exploration involving paired 
P t tests were conducted for each style 
separately. The result* nf 
results of these comparisons are given in Table 
4.3.7c. As shown in the table, significant differences were found in 
the mean usage of manual signs, fingerspelling, and gestures. Manual 
signs and fingerspelling were used sh»mi 
a were used slightly more frequently by the 
students when interacting with hearing people outside their home than 
by hearing people when interacting with the students. In contrast 
gestures were used slightly more commonly by hearing persons outside 
the home when interactina with tho 
acting with the students than they were by the 
students when interacting with these hearing people. 
Finally, with respect to the interactions between the students 
and hearing students, an overall Hotellings T? of the differences in 
the usage of the communication styles indicated only marginal 
differences in the frequency with which the seven styles were used in 
tne students' and hearing students' interactions with each other 
(F(7,53) = 1.96, P<*079). When paired t-tests of the differences in 
usage were conducted for each style separately, it was found that this 
overall marginal difference could be attributed to the significant 
difference in the use of manual signs in the two types of 
interactions. As Table 4.3.7d shows, the students used manual signs 
more frequently when communicating with hearing students than did the 
hearing students when communicating with them. 
Hypothesis 2a. Hypothesis 2a stated that there will be no 
sigm fi cant correlations between students' demographic 
character!sties and the communication styles used in parent- 
to-student interactions and in student-to-parent interactions. 
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The results of ... . 
. , „ 9 th1S hyp0thes1s presented in Tables 
an 4.3.9. As is evident from the tahl 
h tab,es- some significant 
correlations were found between the students' „ 
students demographic 
characteristics and the ..cation style$ used jn ^ ^ 
students interactions with each other. Thus Hypothe,s 2a can be 
rejected. 
Tde Significant correlations obtained for each comnunication 
style, as shown in Tables 4.3.8 and 4.3.9, are described in the 
paragraphs that follow. The significant relations are summary in 
4.3.10. 
Cued Speech 
Parent-to-student Interaction; Study of Table 4.3.8 indicates 
that four demographic variables were found to be significantly related 
to the parents' use of Cued Speech. These variables were- (i) 
"other's education, (2) father's education, (3) mother's occupation, 
and (4) father's occupation. Of the four correlations involving these 
variables, the strongest involved the mother's education, which was 
low and negative, suggesting that mothers with lower levels of 
education tended to use cued speech somewhat more frequently than did 
mothers with higher levels of education. A similar, albeit weater, 
relation between education and usage of cued speech is also suggested 
by the significant correlation between the father's education and the 
parent s use of this communication style, as shown in Table 4.3.8. 
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Table 4 .3 .3 
Correlations between Students' Demographic Charartori,., 
Used in Parent-to-student Interactions ' 'sties and the Communication Styles 
Cued 
speech 
Sex 
Speech with- Speech with- Manual 
U ^ °UtVOlCe Si3"S ^spelling Gestures Writing 
.11 
.15 
.10 
.01 
.05 
-.03 
.20 Age at onset of 
hearing loss 
-.06 
.11 
Hearing level 
-.06 
-.06 
Ethnic group 
.20 
.14 
Preschool attendance 
-.01 
.06 
Preschool for 
hearing-impaired 
.05 
-.01 
Present type of 
school program 
-.04 
.23** 
Student enrollment 
status 
-.13 
.23** 
Use of hearing aids: 
wears aid 
-.01 
.02 
type of aid 
-.06 
.09 
location of aid 
-.05 
.04 
frequency of aid use 
.01 
.17 
hours aid worn in class 
.09 
.10 
hours aid worn 
outside class 
-.02 
.13' 
"other's hearing status 
.05 
-.07 
Father's hearing status 
.01 
-.03 
Mother's education 
-.27“* 
.14 
Father's education 
-.19* 
.05 
Mother's occupation 
.24“ 
-.14 
Father's occupation 
.20* 
-.06 
Student's speech 
intel1igibi1ity 
-.08 .12 
Mote: Cell sizes range from 76 to 102. 
-.07 
-.03 
-.01 
-.02 
.13* 
.07 
.04 
.04 
.08 
.13* 
.35 
.12 
.23 
.17 
.19 
-.11 
-.01 
-.02 
.01 
-.04 
.05 
.07 
.15 
-.01 
-.19* 
-.11 
-.31“* 
-.29*** 
-.03 
.05 
-.05 
-.14 
-.05 
.14 
.07 
-.25* 
-.09 
-.03 
.03 
.01 
-.13 
-.15* 
-.06 
-.04 
-.14 
.26“ 
.2j*** 
. 16* 
.11 
.06 
-.25“ 
-.32*** 
-.09 
-.21* 
.07 
-.29** 
-.04 
.09 
-.01 
-.04 
-.37*** 
-.33*** 
-.30*** 
-. 14 
-.01 
.22* .34*** 
.13 
.11 
.09 
.11 .34*** 
.06 
.12 
-.09 
-.10 
-.07 
-.01 
-.09 
-.01 
-.07 
-.13 
-.OS 
-.10 
-.02 
.06 
.08 
.14 
-.01 
-.07 
-.05 
.13 
.10 
.05 
.06 
-.19* 
-.25*** 
-.30* 
-.12 
‘Significant at the .05 level. 
“Significant at the .01 level. 
‘“Significant at the .005 level. 
Mote: All correlations except that involving Ethnic Groups are Kendall correlations. Because 
Ethnic Group is only a cateqorical variable, instead of a Kenaall correlation an eta 
was used to assess the relation between Ethnic Group and the continuous measures of" 
interest. It is not unreasonable to regard the eta coefficient's value as indicative 
of roughly the same degree of relationship as that which would be indicated by a Kenoall 
coefficient that has the same value. 
Table 4.3,9 
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Correlations Between Student' . „ 
Used in Student-to-parent Interacuons Ch<,r<,cter1 stlC5 the Comunication Styles 
Cued 
speech 
Speecn with¬ 
out cues 
Speech wlth- 
voice 
Manual 
signs Fingerspe!1ing Gestures Writing 
Sex 
Age at onset of 
.23* 
.19* 
.09 
-.11 
.10 
.07 
.23* 
hearing loss 
-.04 
.07 
.09 • .09 
.02 
.01 
.11 Hearing level 
.06 
.06 
-.07 
-.04 
-.04 
-.08 
-.13 Etnnic group 
.25 
.16 
.11 
.19 
.12 
.19 
.17 
Preschool attendance 
.07 
.07 
-.11 
.04 
-.02 
.09 
-.04 
Preschool for 
hearing-impaired 
.06 
.01 
.12* 
.05 
.06 
-.03 
-.12 
Present type of 
school program 
.05 
.10 
.04 
-.30** 
-.28*** 
-.28 
.01 
Student enrollment 
status 
-.06 
.01 
-.01 
-.09 
-.06 
-.06 
.02 
Use of hearing aids: 
wears aid 
-.10 
-.09 
-.07 
-.04 
-.11 
.04 
-.01 
type of aid 
.02 
.09 
.06 
-.14* 
-.07 
-.02 
-.13 
location of aid 
-.02 
-.08 
.20* 16* 
.13* 
.19* 
.13* 
frequency of aid use 
-.04 
.29*** 
-.15 
-.30*** 
-.10 
-.11 
-.01 
hours aid worn in class 
.07 
.20* 
.05 
.01 
.05 
.03 
-.05 
hours aid worn 
outside class 
-.01 
.11 
-.21* 
-.38* 
-.30* 
-.07 
-.06 
Mother's hearing status 
.04 
.08 
.08 
.25* 
.16* 
.10 
-.01 
Father's hearing status 
.02 
.11 
.07 
.25* .07 
.10 
-.19* 
Mother's education 
-.25** 
.08 
-.15 
-.03 
.00 
-.07 
.01 
Father's education 
-.20* 
-.07 
-.12 
-.09 
-.09 
-.09 
-.06 
Mother's occupation 
-.30*** 
-.08 
.10 .07 
.03 
-.08 
.09 
Father's occupation 
.25*** .07 
.08 
.11 .03 
.05 
.15 
Student's speech 
Intel 1igibi1ity 
-.09 
.15* 
-.22* 
-.35*** 
-.20* 
-.24*** 
-.21* 
llote: Cell sizes range from 76 to 102. 
•Significant at tne .05 level. 
••Significant at tne .01 level. 
•••Significant at the .005 level. 
Note: All correlations except that involving Ethnic Group are Kendall correlations. Because 
Ethnic Group is only a cateoorical variable, instead of a Kendall correlation an eta 
was used to assess the relation between Ethnic Group and the continuous measures of 
interest. It is not unreasonable to regard the eta coefficient's value as indicative 
of rouqhly the same degree of rel tionship as that which would be indicated by a 
Kendall coefficient that has the same value. 
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Regarding the correlations involving parents' „ 
9 parents occupations, Table 
4.3.8 shows that these were low and positive This 
H llve- 'Ms suggests that 
mothers and fathers in h -i ~ p, 
others ,n high status occupations used cued speech 
somewhat more frenuenfl\/ than j. . 
..guently than did mothers and fathers in low status 
occupations. 
It also should be noted that a low but evident relation between 
ethnic group and the parents'use of cued speech. Spanish-American and 
Black parents participating in the study tended to use cued speech 
somewhat more often than did the white parents in the study. 
llHdSnt^to-pjr^^ Wfth ^ ^ students, ^ 
of cued speech. Table 4.3.9 indicates that five demographic variables 
were significantly related to the frequency with which the students 
used this communication style when interacting with their parents. 
These five variables were: (1) student's sex, (2) mother's education, 
(3) father's education, (4) mother's occupation, and (5) father's 
occupation. Of these five correlating thQ 
correlations, the strongest was that 
involving mother's occupation, which was moderate and positive, 
indicating a tendency for the use of cued speech to be more frequent 
among students with mothers in high status occupations that it was 
among students with mothers in low status occupations. A similar, 
albeit weaker, relation was evident between father's occupational 
status and the students' use of cued speech. 
These relations involving and occupational status are like those 
noted above, where the parents' use of cued speech was considered. 
Also similar to the findings described above are the inverse relations 
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shown in Table 4 1 q Koh,an„ ., 
4.3.9 between the parents' education and the use of 
cued speech. As shown In the table, these correlations were low and 
negat,ve. indicating that students with less educated parents tended 
to use cued speech slightly more often that did students with .ore 
highly educated parents. 
Note should also be made of the low but evident relation between 
ethnic group and the students' use of cued speech. The data suggest 
that cued speech was somewhat more commonly used by the Black and 
Spanish American students than it was by the White students in the 
sample. 
Speech Without Cues 
Parent-to-student Interaction: With respect to the parents' use 
of speech without cues when interacting with the students, Table 4.3.8 
indicates that the parents' usage of this style showed low, positive 
relations to present type of school program and student enrollment 
status. Thus, there was a slight tendency for parents of students 
currently in residential programs to use this style of communication 
more often than did parents of students who were currently in day 
programs. 
Student-to-parent Interaction: With respect to the students' 
use of speech without cues. Table 4.3.9 shows that (1) sex, (2) 
frequency of hearing-aid use, (3) hours hearing-aid worn in class, and 
(4) student's teacher rated speech intelligibility were significantly 
related to the students' usage of this communication style. All four 
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correlations were low. The strongest correlation involved the 
frequency of aid use. which was positive, suggesting that students who 
wore their aids more often tended to use speech without cues more 
frequently than did students who did not wear their aids often. A 
similar relation is reflected by the positive, although weaker 
relation between the hours hearing-aid is worn in class and the 
students' usage of speech without cues. The remaining correlation 
involving the students' sex and speech intelligibility which were low 
and positive, suggests that this communication style was used slightly 
more frequently by the females in the sample than it was by the males 
in the sample, and more frequently by the students with more 
intelligible speech than by the students with less intelligible 
speech. 
Speech Without Voice 
Parent-to-student Interaction: Considering the parents' usage 
of speech without voice, we see that six variables were significantly 
related to their usage of this communication style. These variables 
were: (1) wears hearing-aid, (2) location of aid, (3) frequency of 
hearing-aid use, (4) hours hearing-aid worn in class, (5) hours 
hearing-aid worn outside class, and (6) the student's speech 
intel 1igibi1ity. 
The data in Table 4.3.8 indicate that the use of speech without 
voice tended to be more frequent among the parents of students who did 
not wear hearing-aids that it was among the parents of students who 
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did wear these aids. Concomitantly, the usage of this style was more 
common among the parents of students who wore their hearing-aids 
i n frequently both in and outs i dp nf *. l, 
uutsioe ot class than it was among the 
parents of students who wore their hearing-aids frequently in these 
circumstances. Also, speech without voice was used more frequently by 
the parents of students with binaural amplification rather than only 
monaural amplification, and it was used more frequently by the parents 
of students with low rather than high speech intelligibility. 
Note should also be made of the evident relation between ethnic 
group and the parents' usage of speech without voice. It appears that 
this communication style was more frequently used by the Black parents 
than it was used by the White and Spanish-American parents who 
participated in this study. 
Student-to-parent Interaction: When the student's interactions 
with their parents are considered, it can be seen from Table 4.3.9 
that four demographic variables were significantly related to the 
students' usage of speech without voice. These variables were: (1) 
preschool experience in a program for hearing-impaired, (2) location 
of the hearing-aid used, (3) hours hearing-aid worn outside class, and 
(4) the student's speech intelligibility. 
Of these four variables, the correlations involving the last 
three were low but clearly the strongest. These three correlations 
indicated that (1) students who used binaural amplification used 
speech without voice slightly more frequently than did students who 
used monaural amplification, (2) that students who wore their hearing- 
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than did students who wore their hearing-aids infrequently outside 
dass, and (3, that students with whose speech was high in 
i ntel 11gibi11 ty used this style slightly more frequently than did 
students whose speech was low in intelligibility. 
The positive correlation involving preschool experience in a 
program for the hearing-impaired was very low, suggesting only a very 
slight tendency for speech without voice to be used more frequently by 
students who attended such a preschool than it was by students who did 
not attend such a preschool. 
Manual Signs 
Parent-to-student Interaction: Turning to a consideration of 
the relation between the demographic variables examined and the 
parents' use of manual signs, we see in Table 4.3.8 that seven 
significant correlations were obtained. These correlations involved: 
(1) the present type of school program, (2) location of the hearing- 
aid, (3) frequency of hearing-aid use, (4) hours hearing-aid worn 
outside class, (5) mother's hearing status, (6) father's hearing 
status, and (7) the student's speech intelligibility. In addition, a 
slight but significant correlation between type of hearing-aid worn 
and the parents' usage of manual signs was found. 
The parents' usage of manual signs was most strongly related to 
hours the hearing-aid worn outside class. This correlation was 
moderate and negative, indicating that manual signs were used more 
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frequently by the parents of childrpn 
children who wore their hearing-aids few 
hours outside class than it was hv th« 
was by the parents of children who wore 
their hearing-aids many hours outside class a -i 
e class. A similar inverse 
relatlon between the use of aids and use of manual signs Is reflected 
m the moderate but slightly weaker correlation between freguency of 
hearing-aid use and the parents' usage of this communication style. 
Present type of school program, mother's hearing status, and 
father's hearing status also showed moderate correlations with the 
parents' use of manual signs. The strongest of these relations 
involved the mother's hearing status and the father's hearing status, 
which were positive and indicated a clear tendency for the usage ,f 
manual signs to be more common among hearing-impaired parents than it 
was among normal hearing parents. The negative correlation involving 
the present type of school program suggests also that the use of this 
communication style tended to be more common among the parents of 
students currently enrolled in residential programs than it was among 
the parents of students currently enrolled in day school programs. 
Student-to-parent Interaction: Study of Table 4.3.9 indicates 
that the same seven demographic variables noted above were also 
significantly related to the students' use of manual signs when 
interacting with their parents. These variables were: (1) present 
type of school program, (2) location of hearing-aid, (3) freguency of 
hearing-aid use, (4) hours hearing-aid worn outside class, (5) 
mother s hearing status, (6) father's hearing status, and (7) the 
student's speech intelligibility. 
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As was the case above, of these sever, variables, the hours, aid 
worn outside class showed the strongest relation to the student's use 
of manual signs, although the relations between the usage of this 
style and the present type of school program, the frequency of hearing 
aid use, and the student's speech intelligibility were also strong. 
The correlations involving these three variables were moderate and 
negative, indicating a tendency for the usage of manual signs to be 
greater (1) among students who wore their hearing aids infrequently 
rather than frequently, (2) among students who were currently enrolled 
in residential rather than day programs, and (3) among students with 
low rather than high speech intelligibility. 
Of the three remaining demographic variables found to 
significantly correlate with the students' usage of manual signs, the 
hearing status of the students' mothers and fathers showed the 
strongest relations. The correlations involving these two variables 
were low, but indicated that students with hearing-impaired mothers 
and/or fathers tended to use manual signs slightly more frequently 
than did students with two normal hearing parents. The correlation 
involving the location of the hearing-aid was significant but very 
low, suggesting only a slight tendency for students who wore 
body-level hearing-aids to use manual signs more frequently than did 
students who wore ear-level hearing-aids. 
The low relation between ethnic group and the students' use of 
manual signs should also be noted. The data indicate a slight 
tendency for manual signs to be used more frequently by the Black and 
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White students in the sample that it was by 
students in the sample. 
the Spanish-American 
Fingerspel1ing 
Parent-to-student Interaction: Considering the parents' use of 
fingerspelling, we see from Table 4.3.8 that their usage of this style 
was significantly correlated with four demographic variables. These 
four variables were: (1) the present type of school program, (2) 
location of hearing aid, (3) hours hearing-aid worn outside class, and 
(4) the student's speech intelligibility. 
The strongest of the significant correlations involved the 
present type of school program and the hours hearing-aid worn outside 
class. These two correlations were moderate and negative, indicating 
a tendency for the usage of fingerspelling to be somewhat more common 
among parents with children in residential rather than day programs 
and among parents whose children wore their aids more rather than less 
outside of class. 
Of the two remaining variables that were significantly related 
to the parents' usage of fingerspelling, the student's speech 
intelligibility showed the stronger relation. The low, negative 
relation involving this variable suggests that the parents of children 
with low speech intelligibility tended to use fingerspelling slightly 
more often than did the parents of children with high speech 
intelligibility. With regard to the location of the hearing-aid, its 
low, positive relation to the parents' use of fingerspelling suggests 
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a Slight tendency for this communication style to be more cowon among 
the parents of children who wore body-level hearing-aids than it was 
among the parents of children who wore ear-level hearing-aids. 
The relation between ethnic group and the parents' use of 
fingerspelling should also be noted. The data suggest a tendency for 
Spanish-American parents to use fingerspelling somewhat more 
frequently than did White parents, and a tendency for the parents from 
both of these ethnic groups to use fingerspelling slightly more 
frequently than did their Black counterparts. 
S_tudent-to-parent Interaction: With respect to the students' 
use of fingerspel1ing when interacting with their parents, the data in 
Table 4.3.9 indicate that the usage of this communication style was 
significantly related to five variables: (1) the present type of 
school program, (2) location of the hearing-aid used, (3) hours 
hearing-aid worn outside class, (4) mother's hearing status, and (5) 
the student's speech intelligibility. Four of these five variables 
are the same as those noted above which were found to be significantly 
related to the parents' use of fingerspelling. 
Of these five variables, the strongest relations involved the 
hours hearing-aid worn outside class and the present type of school 
program. The correlations involving these two variables were negative 
and indicated a tendency for the usage of fi ngerspell i ng to be more 
common among students who wore their hearing-aids fewer rather than 
more hours in class, and more common among students currently enrolled 
in residential programs rather than day programs. 
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Ttte C°rreldti0nS 1nVOlv''"5 the three refining variables that 
were significantly related to the students’ use of fingerspelling were 
low but they did suggest slight tendencies for the use of this 
communication style to be greater among (l) students with less rather 
than more intelligible speech, (2) among students with hearing. 
impaired rather than normal hearing mothers, and (3) among students 
who wore body-level hearing-aids rather than ear-level hearing-aids. 
Gestures 
P_arent-to - student Interaction: The data in Table 4.3.8 show the 
correlations between the 23 demographic variables and parents' use of 
gestures. These data indicate that two of the 23 variables 
correlated significantly with the parents' use of this communication 
style. These variables were: (1) frequency of hearing-aid use and 
(2) the student's speech intelligibility. The correlation involving 
the latter variable was moderate and negative, indicating a tendency 
for gestures to be used more frequently by the parents of students 
with poor speech intelligibility than it was by parents of students 
with good speech intelligibility. The correlation involving the 
former variable, frequency of hearing-aid use, was low and negative, 
indicating a slight tendency for the parents of students who wore 
their hearing-aids infrequently to use gestures more often than did 
the parents of students who wore their hearing-aids frequently. 
Note should also be made of the relation between ethnic group 
and the parents' use of gestures. The data suggest a slight tendency 
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for the Black parents and White 
style more commonly than did the 
study. 
parents to use this communication 
Spanish-American parents in this 
Student-to-parent Interaction: Table 4.3.9 indicates that two 
demographic variables were found to be significantly related to the 
students' use of gestures. These variables were: (1) the location of 
the hearing-aid and (2) the student's speech intelligibility. The 
correlations involving both of these student's speech intelligibility. 
The negative correlation involving this variable indicates some 
tendency for the use of gestures to be more frequent among students 
with poor speech intelligibility than it was among students with good 
speech intelligibility. The correlation involving the location of 
the hearing-aid was quite low, but suggests a slight tendency for 
gestures to be more frequently used by students who wore body-level 
hearing-aids than they were by students who wore ear-level hearing- 
aids. 
There was also a slight relation between ethnic group and the 
students' use of gestures that should be noted. The data suggest a 
tendency for the white students to use gestures slightly more 
frequently than did the Black or Spanish-American students in the 
sample. 
Writing 
Parent-to-student Interaction: When the data in Table 4.3.8 
concerning parents' use of writing is considered, it can be seen that 
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three demographic variables correlated significantly with the 
frequency with which the parents used this conmunication style. These 
variables were: (1) age of onset of hearing loss, (2) hearing level, 
and (3) preschool experience in a program for the hearing-impaired. 
All of the correlations involving these variables were low, the 
strongest being that which involved a preschool experience in a 
program for the hearing-impaired. The low, negative correlation for 
this variable suggests some tendency for writing to be used more 
frequently by the parents of children who did not attend a preschool 
for the heari ng-impai red than it was by the parents of children who 
did attend such a preschool. With respect to the slight positive 
correlations involving the age at onset of hearing loss and hearing 
level, the size and direction of these correlations suggest a slight 
tendency for writing to be used more frequently by the parents of 
children who have more rather less severe hearing losses and by the 
parents of children who had acquired rather than congenital hearing 
losses. 
Note should also be made of the low relation obtained between 
ethnic group and the parents' use of writing. The data suggest that 
this communication style was used somewhat more often by Spanish- 
American parents than it was by Black parents. This communication 
style was used somewhat more often by these two groups of parents than 
it was used by the White parents in the study. 
Student-to-parent Interaction: Examining the correlations in 
Table 4.3.8 that involve the students' use of writing, we see that 
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four demographic variables correlated significantly with the students' 
use of this style. These four variables were: (1) sex, (2) location 
of hearing-aid, (3) father's hearing status, and (4) the student's 
speech intelligibility. The correlations involving these four 
variables all were low. Of the four, sex, father's hearing status, 
and student s speech intelligibility were the strongest. The positive 
correlation involving sex indicates a slight tendency for female 
students to use writing more frequently than did male students. Also, 
the data suggest that writing was somewhat more commonly used by 
students with normal-hearing rather than hearing-impaired parents and 
by students with poor rather than good speech intelligibility. 
Finally, the low, positive relation between the students' use of 
writing and the location of the hearing-aid suggests that writing 
tended to be used slightly more frequently by students who wore body- 
level hearing-aids than it was by students who wore ear-level hearing- 
ai ds. 
The low relation between ethnic group and the students' use of 
writing should also be noted. It appears that there was a slight 
tendency for the Spanish-American and Black students in the sample to 
use writing more frequently than did the White students in the sample. 
Hypothesis 2b. Hypothesis 2b stated that there will be no 
significant correlation between students' demographic 
characteristics and the communication styles used in teacher- 
to-student interactions and in student-to-teacher 
interactions. 
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The results of testing Hypothesis 2b are given in Tables 4.3.11 
and 4.3.12. As is evident from study of these tables, some 
significant correlations were found between the 23 demographic 
variables examined and the usage of communication styles in the 
students' and teachers' interactions with each other. Thus Hypothesis 
2b can be rejected. 
The Significant correlations obtained for each conraunication 
style, as shown in Tables 4.3.11 and 4.3.12. are described in the 
paragraphs that follow. These significant relations are summarized in 
Table 4.3.13. 
Cued Speech 
Teacher-to-student Interaction: The data in Table 4.3.11 show 
that one demographic variable, the present type of school program, 
correlated significantly with the teachers' use of cued speech. The 
low, positive relation of this variable to cued speech suggests that 
the teachers of students currently in day programs tended to use cued 
speech slightly more frequently than did the teachers of students 
currently in residential programs. 
Student-to-teacher Interaction: Study of Table 4.3.12 shows 
that none of the demographic variables were found to correlate 
significantly with the students' usage of cued speech. 
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Table 4.3.11 
the Conmunication Styles 
Demographic 
Variables 
Cued 
speech 
Commun 
Speech witn- 
out cues 
ication Style 
Speech with- Manual 
Fingerspel1ing out voice si gns Gestures 
Sex 
Age at onset of 
.12 
-.08 
.08 
.08 
.05 
-.13 
hearing loss 
-.05 
-.07 
.04 
.06 
.01 
.03 
Hearing level 
.02 
.03 
-.12 
-.08 
-.18* 
.02 
Ethnic group 
.04 
.17 
.32 
.18 
.21 
.10 
Preschool attendance 
.05 
.03 
-.17 
.01 
-.06 
.03 
Preschool for 
hearing-inpaired 
.06 
-.08 
.18* 
-.11 
-.01 
-.13 
Present type of 
school program 
.18* 
.20*** 
-.07 
-.31*** 
-.37*** 
-.02 
Student enrollment 
status 
.07 
.12 
-.01 
-.08 
-.25*** r*.
 
O
 
1
 
Use of hearing aids: 
wears aid 
.04 
.14 
.03 
-.07 
.05 
.17* 
type of aid used 
-.01 
-.14 
-.05 
.13 
-.01 
.21* 
location of aid 
-.07 
-.08 
-.14 
.13 
. 14 
- .2D* 
frequency of aid use 
.15 
.21** 
.02 
-.19* 
-.25*** 
.02 
hours aid worn in class 
.09 
.22*** 
-.05 
-.02 
-.11 
.16* 
hours aid worn 
outside class 
.12 
.34*** 
-.06 
-.25*** 
-.29*** 
.03 
Mother's hearing status 
-.05 
-.01 
.09 .04 
.11 
-.07 
Father's hearing status 
-.05 
-.01 
.06 
.12 
.05 
-.02 
Mother's education 
.06 
.08 
-.11 
-.05 
-.02 
-.12 
Father's education 
.04 .07 
.01 
-.04 
-.03 
-.17* 
Mother's occupation 
.06 .02 
.02 
.09 
.10 
.03 
Father's occupation 
-.04 
-.04 
-.01 
.16* .14* 
.19* 
Student speech 
in tel 1igibi11ty 
-.02 
.21** -.07 
-.25*** 
-.22*** 
-.25*** 
Krl tl ng 
Note: Cell sizes range front ?5 to 131. 
•Significant at the .05 level. 
**Significant at the .01 level. 
***Significant at the .005 level. 
Note: All correlations except that involving Ethnic Group are Kendall correlations. Because 
Ethnic Group is only a cateqorical variable, instead of a Kendall correlation an eta 
was used to assess the relation between Ethnic Group and the continuous measures of 
interest It is not unreasonable to regard the eta coefficient's value as indicative 
of roughly the same degree of relationship as that which would be indicated by a Kendall 
coefficient that has the same value. 
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Table 4.3.12 
Used in^Student-to-teacher"[luerac't^ons^"" Charact"< «1cs and the Connie,tion Styles 
Demographic 
Variables 
Cued 
speech 
Sex 
Age at onset of 
hearing loss 
Hearing level 
Ethnic group 
Preschool attendance 
Preschool for 
hearing-impaired 
Present type of 
school program 
Student enrollment 
status 
Use of hearing aids: 
wears aid 
type of aid 
location of aid 
frequency of aid use 
hours aid worn 
in class 
hours aid worn 
outside class 
.09 
-.04 
.02 
HA 
.04 
.05 
-.08 
-.15 
.03 
-.11 
.21 
.02 
-.02 
-.08 
Father’s hearing status 
Mother's education 
Father's education 
Mother's occupation 
Father's occupation 
Mother's hearing status -.04 
Student speech 
intelligibility 
-.03 
-.05 
.11 
.04 
-.04 
-.02 
Communication Stvl 
Speech with- Speech with- 
uut cu« out voice 
e 
Manual 
signs Fingerspelling Gestures Writing 
-.05 
.07 
.12 
-.05 
-.15* 
--—— 
-.04 
-.05 
.12 
.04 
.02 
-.04 
-.02 
-.12 
-. 18* 
.01 
.10 
.19 
.07 
.19 
.13 
.01 
.01 
.06 
.04 
-.04 _ 
-.03 
.21* 
-.20* 
-.04 
-.16 .. 
.17* 
-.12 
-.38*** 
-.22*** 
-.08 
.01 
-.03 
-.06 
-.20* 
-.03 
- 
.18* 
-.03 
-.05 
-.07 
.20* 
-.12 
.01 
.14 
.09 
.10 
-.13* 25** 
.13 
.09 
-.09 
.20“ 
-.26*** 
-.20* 
-.13 
-.15 -- 
.30*** 
-.04 
.14* 
-.02 
.09 _ _ 
.33*** 
-.21*** 
-.27*** 
-.22*** 
-.09 
.02 
.16* 
.09 
.11 
-.08 
-.02 
.15* 
.13* 
.11 
-.03 
.13 
-.10 
.01 
.04 
-.11 .. 
.13 
.05 
-.01 
.06 
.05 
.11 
.01 
.01 
-.01 
.05 
-.05 
-.01 
.04 
.19* 
-- 
-.02 
-.16* 
-.26*** 
-.20** 
-.33*** 
-- 
- i i will I.U 1J1. 
‘Significant at the .05 level. 
“Significant at the .01 level. 
‘“Significant at the .005 level. 
Note: All correlations except that involving Ethnic Group are Kendall correlating r 
Ethnic Group is only a categorical variable, instead of a ‘enoall cnrrei S' jecause 
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Speech Without Cues 
Teacher-to-student Interaction- With regard to the teachers' 
use of speech without cues. Table 4.3.11 shows that five demographic 
variables were significantly correlated with the teachers' use of this 
communication style. These variables were: (1) present type of 
school program, (2) frequency of hearing-aid use, (3) hours hearing- 
aid worn in class, (4) hours hearing-aid worn outside the classroom, 
and (5) the student's speech intelligibility. 
Of the correlations involving these five variables, the positive 
one involving the hours that the hearing-aid was worn outside of class 
was clearly the strongest. Its direction and magnitude suggest that 
the teachers' usage of speech without cues was relatively more 
frequent toward students who wore their aids more often than it was 
toward students who did not wear their aids often in class. The 
slightly weaker but positive relations involving the frequency of 
hearing-aid use and the hours hearing-aid worn in class also reflect 
this direct relation between hearing-aid use and the frequency with 
speech without cues was used by the students' teachers. 
With regard to the correlations involving the present type of 
school program and the student's speech intelligibility, they were low 
and positive, indicating that there was a slight tendency for the 
teachers of day students to use speech without cues more frequently 
than did teachers of residential students; there was also a tendency 
for teachers to use speech without cues more frequently among students 
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with good speech intelligibility 
intelligibility was poor. 
than among students whose speech 
Mote should also be made of the relations shown in Table 4.3.11 
between ethnic group and the teachers' use of speech without cues. 
The data suggest that the teachers of Spanish-American students used 
this communication style slightly more frequently than did the 
teachers of Black students. Teachers of Spanish-American and Black 
students used speech without cues slightly less frequently than did 
the teachers of White students. 
S_tu dent-to-teacher Interaction: Examining the correlations 
between the demographic variables and students' use of speech without 
cues, we see that five demographic variables correlated significantly 
with the students use of this communication style. These variables 
were: (1) present type of school program, (2) wears hearing-aid, (3) 
location of hearing-aid, (4) frequency of hearing-aid use, and (5) 
hours hearing-aid worn in class. 
Of the correlations associated with these variables, the 
strongest correlations entailed the two variables pertaining to the 
frequency of hearing-aid use in school, that is, the hours the 
hearing-aid was worn in class and the hours the hearing-aid was worn 
outside class. Both correlations involving these variables were 
moderate and positive indicating that students who wore their 
/ 
hearing-aids often in school used speech without cues more frequently 
than did students who wore their hearing-aids relatively less often. 
The slightly lower and positive correlations involving both wears 
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hearing-aid and the fluency of hearing-aid use similarly suggest 
this direct relation between hearing-aid usage and the frequency with 
which the students used speech without cues when interacting with 
their teachers. 
The present type of school program and the location of hearing- 
aid bore only low, albeit significant, relations to the students' 
usage of speech without cues. The positive relation between present 
type of school program and the students' use of this contaunication 
style suggests that students currently in day programs showed a slight 
tendency to use speech without cues more frequently than did students 
currently in residential programs. The low, negative relation 
involving location of hearing-aid indicates that students who wore ear 
level hearing-aids had a very slight tendency to use speech without 
cues more frequently than did the students who wore body level 
hearing-aids. 
Speech Without Voice 
Teacher-to-student Interaction: Turning to a consideration of 
the teachers' usage of speech without voice, we see from Table 4.3.11 
that one demographic variable, preschool for experience in a program 
for the hearing-impaired, correlated significantly with the teachers' 
usage of this style. The correlation involving this variable was low 
and positive indicating a slight tendency for speech without voice to 
be used more frequently by the teachers of students who had attended a 
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preschool for the hearina-imnair.n 
earing impaired than it was by the teachers of 
students who had not attended such a program. 
The evident relation between ethnic group and the teachers' use 
of speech without voice should also be noted. The data suggest that 
the teachers of Spanish-American students used this style somewhat 
more frequently than did the teachers of Black students. The teachers 
of Spanish-American and Black students used this speech without voice 
more frequently than did the teachers of White students. 
Student-to-teacher Interaction- with regard to the students' 
use of speech without voice, study of Table 4.3.12 indicates that 
seven variables were significantly related to the students' use of 
this communication style. These variables were: (1) preschool 
experience in a program for the hearing-impaired, (2) location of 
hearing-aid, (3) frequency of hearing-aid use, (4) hours hearing-aid 
worn outside class, (5) mother's hearing status, (6) father's hearing 
status, and (7) the student's speech intelligibility. 
Of the correlations involving these variables, the strongest 
involved the location of the hearing-aid and the frequency of 
hearing-aid use. Both correlations were low but suggest that (1) 
students who wore body-level hearing-aids tended slightly to use 
speech without voice more frequently than did students who wore ear- 
level heari ng-ai ds, and (2) students who wore their aids less 
frequently tended to use this communication style slightly more 
frequently than did the students who wore their aids relatively more 
often. The hours the hearing-aid was used outside class was also 
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negatively related to the students use of speech without voice. This 
relationship suggests that hearing-aid use bore a low. inverse 
relation to the students' use of speech without voice. 
The remaining three variables: mother's hearing status, 
father's hearing status, and the student's speech intelligibility 
showed very low, albeit significant, correlation with the students' 
usage of speech without voice. These correlations suggest that 
students with hearing-impaired parents and students with low speech 
intelligibility tended to use speech without voice slightly more 
frequently than did students with normal hearing parents and students 
with high speech intelligibility. 
Manual Signs 
Teacher-to-student Interactions: with regard to the demographic 
variables examined for their relation to the teachers' usage of manual 
signs, it is evident from Table 4.3.11 that five of these variables 
significantly correlated with the teachers usage of this communication 
style. These variables were: (1) present type of school program, (2) 
frequency of hearing-aid use, (3) hours hearing-aid worn outside 
class, (4) father's occupation, and (5) the student's speech 
intelligibility. Of the five correlations involving these variables, 
the strongest was clearly that which involved the present type of 
school program. This correlation was moderate and negative, 
indicating that the teachers of students currently enrolled in 
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s dential programs tended to use manual signs more frequently than 
did the teachers of students currently enrolled in day programs. 
Slightly weaker than this correlation were those that involved 
the hours the hearing-aid was worn outside class and the students' 
speech intelligibility. Although these two correlations were low 
they suggest that U, manual signs tended to be used slightly more 
frequently by the teachers of students who wore their aids few rather 
than many hours outside of class, and that (2) manual signs tended to 
be used slightly more frequehtly by the teachers of students with poor 
rather than good speech intelligibility. 
The correlations involving the two remaining variables, the 
frequency of hearing-aid use and the father's occupation are low. The 
correlations suggest that teachers tended to use manual signs slightly 
more when interacting with students who did not wear their aids 
frequently and with students having fathers in high status occupations. 
Mote should be made of the relation between ethnic group and the 
teachers' use of manual signs. The data suggest that this style was 
used more frequently by the teachers of Spanish-American students than 
it was used by the teachers of Black students. Also, the teachers of 
Spanish-American students and Black students tended to use manual 
signs slightly more frequently than did the teachers of White students. 
Student-to-teacher Interaction: When the students' use of 
manual signs is examined, the data in Table 4.3.12 indicate that seven 
demographic variables correlated significantly with their use of this 
style. Four of these seven variables were those noted above to 
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correlate significantly with the teachers' use of this style. These 
four variables were: (!) present type of school program. ,2, 
frequency of hearing-aid use. (3) hours hearing-aid was worn outside 
class, and (4) student's speech intelligibility. The remaining three 
demographic variables that correlated significantly with the students' 
use of manual signs were: (1) preschool experience in a program for 
the hearing-impaired, (2) hours hearing-aid was worn in class, and (3) 
father's hearing status. 
As was the case above, the present type of school program 
correlated most strongly with usage of manual signs. As shown in 
Table 4.3.12, the correlation involving this variable was moderate and 
negative, indicating that students currently enrolled in residential 
programs tended to use manual signs more frequently than did the 
students currently enrolled in day programs. 
Also as above, tne hours the hearing-aid was worn outside class 
and the student's speech intelligibility showed slightly weaker 
relations to the usage of this communication style. The low, negative 
relations involving hours hearing-aid was worn outside class suggests 
that students who wore their aids fewer hours outside class tended to 
use manual signs somewhat more frequently than did the students who 
wore their aids more often outside class. Also, the data indicate 
students with poor speech intelligibility tended to use manual signs 
more frequently than did students with good speech intelligibility. 
The inverse relation between hearing aid usage and the use of manual 
signs is reflected in the low, negative relation between the frequency 
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of hearing-aid use and manual signs. However. Table 4.3.12 also 
indicates that a slight, positive relation existed between the hours 
hea r 1 ng-a i d was used in class and the frequency with which the 
students used manual signs. 
Finally, note should be made of the low correlation involving 
preschool experience in a program for the hearing-impaired and that 
involving the father's hearing status. The data in Table 4.3.12 
suggest a slight tendency for the students who attended a preschool 
program for the hearing-impaired to use manual signs more frequently 
than did the students who did not attend such a preschool. Also, 
these data suggest a very slight tendency for manual signs to be used 
more frequently by students with hearing-impaired fathers than it was 
by students with normal hearing fathers. 
Fingerspel1inq 
Teacher-to-student Interaction: Table 4.3.11 indicates that 
seven demographic variables significantly correlated with the 
teachers' usage of fingerspelling. These variables were: (1) hearing 
level, (2) present type of school program, (3) student enrollment 
status, (4) frequency of hearing-aid use, (5) hours hearing-aid was 
worn outside class, (6) father's occupation, and (7) the student's 
speech intelligibility. Of these seven variables, the one associated 
with the largest correlation was the present type of school program. 
The correlation involving this variable was moderate and negative, 
indicating that the teachers of students currently enrolled in 
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residential programs clearly tended to use fingerspelling more 
frequently than did the teachers of students enrolled in day programs. 
The correlation involving student enrollment status was low. but also 
negative, thus similarly suggesting that fingerspelling was more 
commonly used by the teachers of residential students than it was by 
the teachers of day students. 
The two correlations pertaining to hearing-aid use, frequency of 
hearing-aid use and the hours the hearing-aid was worn outside class, 
were similar, as both were low and negative. They suggest that the 
teachers of students who wore their aids relatively little tended to 
use fingerspelling somewhat more frequently than did the teachers of 
students who wore their aids relatively often. 
Table 4.3.11 also shows low, negative correlations between the 
teachers' usage of fingerspell i ng and both the student's hearing level 
and the student's speech intelligibility, this suggests that the 
teachers of students with more profound hearing losses and students 
with poor speech intelligibility tended to use fingerspelling slightly 
more than did the teachers of students with less severe hearing losses 
and students with more intelligible speech. 
Finally, the very low, albeit significant, relation between the 
father s occupation and the teachers' use of fingerspelling suggests a 
very slight tendency for fi ngerspell i ng to be used more commonly by 
teachers of students having fathers in high status rather than low 
status occupations. 
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The relation between ethnic group and the teachers’ use of 
fingerspelling should also be noted. It appears that fingerspelling 
was used slightly n»ore comply by the teachers of White students and 
Blact students than it was by the teachers of Spanish-A.erican 
students. 
Student-to-teacher Interaction: Turning to a consideration of 
the demographic variables’ relations to the students’ use of 
finger spell ing, we see that rive of the seven variables noted above 
also correlated significantly with the students’ use of this 
communication style. These variables were: (1) the student’s hearing 
level, (2) present type of school program, (3) student enrollment 
status, (4) the hours hearing-aid was worn outside class, and (5) the 
student s speech intelligibility. The magnitudes of the correlations 
involving these variables were similar, as all of them were low, but 
the correlation involving the student's hearing level was slightly 
weaker than toe correlations involving the other four variables. 
The low negative correlations involving the present type of 
school program and the student enrollment status suggest that students 
in residential programs tended to use fingerspelling slightly more 
frequently than did the students who were currently enrolled as day 
students in their academic programs. 
The data also suggest that fingerspelling tended to be used 
slightly more frequently (1) by students with more rather than less 
profound hearing losses, (2) by students who wore their hearing-aids 
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fewer rather than .ore hours outside class, and (3) by students with 
poor rather than good speech intelligibility. 
Note Should also be made of the relation between ethnic group 
and the students' use of fingerspelling. The data suggest that 
Spanish-American and White students tended to use this style slightly 
more frequently than did the Black students in the sample. 
Gestures 
Teacher-to-student Interactions- Eight demographic variables 
were found to significantly correlate with the teachers' use of 
gestures. As shown in Table 4.3.11, these variables were: (1) wears 
hearing-aid, (2) type of hearing-aid used, (3) location of 
hearing-aid, (4) frequency of hearing-aid use, (5) hours hearing-aid 
was worn in class, (6) the father's education, (7) the father's 
occupation, and (8) the student's speech intelligibility. 
Of the correlations involving these eight variables, the 
strongest was that involving the student's speech intelligibility, 
which was low and negative. This suggests that teachers of students 
with low speech intelligibility tended to use gestures somewhat more 
frequently than did teachers of students with good speech 
intel 1igibi1ity. 
The significant although low correlations involving the 
variables that related to hearing-aid use suggest that (1) the 
teachers of students who wore heari ng-ai ds tended to use gestures 
slightly more frequently than did the teachers of students who did 
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not, (2) the teachers of students who wore binaural hearing-aids 
tended to use this communication style slightly more often than did 
teachers whose students wore monaural hearing-aids, and (3) teachers 
whose students wore body-level hearing-aids tended to use gestures 
slightly more frequently than did teachers whose students wore 
ear-level hearing-aids. Also, there was a slight tendency for 
teachers to use gestures more frequently with students who used their 
hearing-aids more rather than less often in class. 
Finally, low but significant correlations involving the father's 
education and occupation suggest that teachers tended to use gestures 
more commonly with students whose fathers had less education and 
students whose fathers were in high status rather than with students 
whose fathers had more education and fathers with low status 
occupations. 
Student-to-teacher Interaction: Examining Table 4.3.12 and the 
correlations involving the students' use of gestures, we see that five 
demographic variables correlated significantly with the students' use 
of this style. These variables were: (1) sex, (2) wears hearing-aid, 
(3) father s education, (4) father's occupation, and (5) the student's 
speech intelligibility. As was the case above, the strongest 
correlation involved the students' speech intelligibility, which was 
moderate and negative. This indicates that students with poor speech 
intelligibility tended to use gestures more frequently than did 
students with good speech intelligibility. 
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The low but significant correlations involving the student's 
wearing a hearing-aid suggests a slight tendency for gestures to be 
used more frequently by students who did wear hearing-aids. Also, 
this communication style was used slightly more frequently by students 
having less educated fathers and students having fathers in high 
status occupations. Finally, the very low, negative relation 
involving student's sex suggests that male students tended to use 
gestures slightly more frequently than did female students. 
Supplemental Data to Hypotheses la. lb. 2a. 2b. Under the 
assumption that the students' usage of various communication styles 
might also be affected by the interactions they have with people other 
than the teachers and parents with whom they come in contact, further 
analyses were carried out of the communication styles used when the 
students interact with (1) other deaf students, (2) family members, 
(3) hearing students, and (4) hearing people outside the family. 
These analyses were like those described above, entailing 
correlational studies of the relation between the students' 
demographic variables and the usage of communication styles in various 
settings. The results of these analyses are discussed below and 
summarized in Tables 4.3.14 to 4.3.17. The data on which these 
summaries were based are given in Appendix M. 
interactions Between the Student* 
and Other Deaf Student* 
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Cued Speech 
As shown in Table 4.3.14, none of the 23 demographic variables 
examined were found to be significantly related to the usage of cued 
speech by the students and by other deaf students in their 
interactions with each other. 
Speech Without Cues 
With regard to the use of speech without cues, Table 4.3.14 
shows that low, positive relations were obtained between the deaf 
students' usage of this style and both the students' use of hearing- 
aids outside class the students and their speech intelligibility. 
These relations suggest that deaf students tended to use speech 
without cues slightly more frequently with students who wore their 
aids frequently outside class, and that they used this style of 
communication slightly more commonly with students of good rather than 
poor speech intelligibility. Other low, positive relations involving 
wears aid and hours hearing-aid was worn in class similarly reflect 
these direct, although not strong, relations between the other deaf 
students' usage of speech without cues and both the students' hearing 
aid usage and their speech intelligibility. 
Finally, it might be noted that the summary in Table 4.3.14 
suggests that the other deaf students' use of speech without cues was 
also slightly related to students and their present type of school 
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program. The direction o, these correlations Indicate a slight 
tendency for the other deaf students to use speech without cues more 
with the maie students than with the femaie students, and more with 
the day students than with the residential students. 
Student-to-other Oeaf Students Interaction: Regarding the 
students' use of speech without cues when interacting with other deaf 
students, the information in Table 4.3.14 indicates that this usage 
was most strongly related to the students' speech intelligibility. 
The moderate and positive relation involving this variable suggests 
that students with high speech intelligibility tended to use this 
communication style more commonly than did students with low speech 
intelligibility. Wears hearing-aid, type of hearing-aid worn, hours 
hearing-aid worn outside class, and frequency of hearing-aid use bore 
low, significant relations to the students' use of speech without 
cues. The direction and magnitude of the correlations involving these 
variables suggest that speech without cues was used slightly more 
commonly by students who wore binaural amplification systems and who 
wore their aids frequently. 
Speech Without Voice 
Other Deaf Students-to-student Interaction: When the other deaf 
students' use of speech without voice is concerned. Table 4.3.14 shows 
that low relations were observed between this usage and father's 
education, mother s education and mothers' hearing status. These 
relations were all positive, and they suggest that the deaf students 
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this style of communication slightly more when 
interacting with students having highly educated parents and with 
students having hearing-impaired parents. 
Note should also be made at the low relation between ethnic 
groups and the deaf students' use of speech without voice. The data 
suggest that these students used the communication slightly more when 
interacting with Spani sh-American students than they did when 
interacting with Black or White students. 
Student-to-other Deaf Student Interaction- with regard to the 
students' usage of speech without voice, low significant relations 
were obtained between this usage and location of hearing-aid, mother's 
occupation, and student's speech intelligibility. These relations 
suggest that students who wore body-level amplification, who had good 
speech intelligibility and mothers in high status occupations tended 
to use speech without voice slightly more than did the students who 
wore ear-level amplification, who had poor speech intelligibility and 
mothers in low status occupations. 
Note should also be made of the low relation between ethnic 
group and the student's usage of speech without voice. The data 
suggest that the Spani sh-Ameri can students tended to use this 
communication style somewhat more frequently than did the Black 
students or White students when interacting with other deaf students. 
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Manual Signs 
With regard to the 
students' usage of manua! signs. Table 4.3.14 shows that, as above, 
the present type of program was most strongly related to the use of 
this communication style. The moderate, negative correlation 
involving this variable suggests that students in residential programs 
tended to use manual signs more when interacting with other deaf 
students than did the students in day programs. 
Also evident in the table are low but significant correlations 
involving. (1) the hours hearing-aid was worn outside class, (2) the 
student's speech intelligibility. (3) frequency of hearing-aid use, 
and (4) hours hearing-aid worn in rl-rcc Thom . y a.u worn in class. These correlations suggest 
that students who wore their hearing-aids fewer hours outside class 
and less frequently in general used manual signs slightly more than 
did students who wore their hearing-aids more often outside class and 
more often in general. 
In addition, note should be made of the positive, albeit low 
relation between the students' usage of manual signs and the hours 
hearing-aid was worn in class. This relation suggests that students 
who wore their hearing-aids more hours in class used manual signs 
slightly more than did students who wore their hearing-aids fewer 
hours in class. The low, negative relation involving the student's 
speech intelligibility also suggests that students with poor speech 
intelligibility tended to use manual signs slightly more frequently 
than did students with high speech intelligibility. 
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other Deaf Students-to-student Interaction: Turning to a 
consideration of the deaf students' usage of manual signs, we see from 
Table 4.3.14 that the usage of this communication style was most 
strongly related to present type of school program. Deaf students 
currently In residential programs used this style of comunication 
more commonly than did the deaf students enrolled in day programs. 
A lower correlation involving a variable related to hearing-aid 
usage, hearing-aid was worn outside class, suggests that the other 
deaf students also tended to use manual signs slightly more commonly 
among students who wore their aids few hours outside class than they 
did among students who wore their aids many hours outside class. 
Fingerspel1inq 
Other Deaf Students-to-student Interaction: When the other deaf 
students usage of fingerspelling is considered it appears from Table 
4.3.14 that their use of this communication style bore low but 
significant relations to (1) present type of school program, (2) hours 
hearing-aid worn outside classroom, (3) hearing level, and (4) the 
student's speech intelligibility. These correlations suggest that the 
other deaf students tended to use fingerspelling slightly more with 
residential rather than day students and slightly more with students 
having low rather than high speech intelligibility. Also, they used 
this communication style slightly more both with students who had more 
profound rather than severe hearing losses and with students who wore 
their hearing-aids few rather than many hours outside class. 
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Student-to-other Deaf Students Interaction: When the students' 
use of fingerspelling is examined, similar relations involving the 
students' enrollment status and their hearing-aid use can be seen. 
Also, tne students' use of fingerspelling had low, but significant 
relations to (1) wears hearing-aid, (2) location of hearing-aid, and 
(3) mother's hearing status. 
The low positive relation involving location of hearing-aid 
suggests that fingerspelling was more commonly used by students who 
wore binaural rather than monaural amplification systems. The 
relation involving the mother's hearing status suggests that students 
with hearing-impaired mothers used this communication style more 
frequently than did students with normal hearing mothers. 
Finally, attention should be paid to the low, negative relations 
involving present type of school program and the student enrollment 
status, which suggest that fingerspelling was more commonly used by 
students in residential programs than it was by students in day 
programs. 
Gestures 
Other Deaf Student-to-student Interaction and Student-to-other 
Deaf Student Interaction: Study the correlations involving both, the 
students and the other deaf students' use of gestures reveals low but 
significant correlations involving father's education and father's 
occupation; the magnitude and direction of these correlations suggest 
that the deaf students' usage of this style was somewhat more common 
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towards students whose father had fewer education*, attaints 
a,be,t higher occupationa, status, than it was toward students whose 
fathers were better educated, although in ,ower status occupations. 
Similarly, students with father’s having lower educational attainments 
albeit higher occupational status used this style more than did 
students with better educated fathers. Also, the deaf students' 
usage of gestures appeared to :,e slightly related to the students' 
speech intelligibility, with the use of this communication style being 
more common when directed toward students with good rather than poor 
speech intelligibility. Concomitantly, Table 4.3.14 shows that 
students with poor speech intelligibility tended to use gestures 
slightly more than did students with good speech intelligibility. 
Finally, Table 4.3.14 suggests that deaf students tended to use 
gestures slightly more often when interacting with students having 
hearing-impaired mothers than they did when interacting with students 
having normal hearing mothers. 
Writing 
Other Deaf Students-to-students Interaction and Student-to-other 
Pe-?£ Studen^_I interaction: With respect to the correlates of writing 
usage, mother's hearing status was found to be significantly related 
to the students as well as the other deaf students' usage of this 
communication style. Table 4.3.14 shows that very low, albeit 
significant, correlations involving this variable were obtained. This 
correlation suggests that the other deaf students tended to use 
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writing slightly more commonly when interacting with students having 
hearing-impaired mothers than they did when interacting with students 
having normal hearing mothers. Also, they indicate that the students 
with hearing-impaired mothers tended to use writing slightly more 
frequently when interacting with other deaf students than did the 
students with normal hearing mothers. 
Interactions Between the Students and Family Memher. 
Cued Speech 
Family Members-to-student Interaction, study of Table 4.3.15 
shows that family members' usage of cued speech had a moderate 
correlation with mother's occupation and low correlations with 
mother's education, father's education, and father's occupation. The 
direction and magnitude of these correlations suggest that family 
members tended to use cued speech more both toward students whose 
mothers and fathers had less education and toward students whose 
mothers and fathers had higher status occupations. 
The moderate relation between ethnic group and family members' 
use of cued speech should also be noted. The data suggest a clear 
tendency for the family members to use cued speech more when 
interacting with Spanish-American students than with 31ack students. 
Also, There was a tendency for family members to use this 
communication style more when interacting with these two types of 
students than when interacting with White students. 
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Student-to-family Members Interaction: When the students' usage 
of cued speech is considered, similar relations emerge. That Is, 
there was an Inverse relation between the students' usage of this 
communication style and their parents educational attainments and a 
direct relation between the students' usage of this comuni cation 
style and the occupational status attained by their parents. Also, 
Table 4.3.15 shows that low, positive correlations were obtained 
between the students' use of cued speech and both mother's hearing 
status and father's hearing status, suggesting the students' use of 
cued speech when interacting with family members was slightly more 
common in families with hearing-impaired parents than it was in family 
with two normal hearing parents. 
Note should also be made of the low relation that was observed 
between ethnic group and the students' use of cued speech. The data 
suggest that the Spanish-American students tended to use cued speech 
slightly more than did Black or White students when interacting with 
family members. 
Speech Without Cues 
Family Members-to-student Interaction: Turning to a 
consideration of the family members' usage of speech without cues, it 
is evident from Table 4.3.15 that this usage had low but significant 
relations with variables pertaining to the students' hearing levels, 
to their use of hearing aids, and to their enrollment status. As 
indicated by the table, family members tended to use speech without 
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cues slightly more commonly to communicate with students having 
profound hearing losses, to communicate with students who wore their 
aids relatively frequently, and to communicate with students currently 
enrolled In day rather than residential programs. Also, Table 4.3.15 
suggests that speech without cues was used slightly more comely by 
family members when they communicated with students having good rather 
than poor speech intelligibility. 
Student-to-family Members Interaction: When the students' usage 
of this communication style is considered, some similar relations 
between hearing level, student's speech intelligibility and the usage 
of this communication style emerge. The table shows that the 
students use of speech without cues was moderately related to 
the frequency of hearing-aid use and the student's speech 
intelligibility. There was a low, but significant relation between 
this usage and the students' hearing levels. These correlations 
suggest that speech without cues was used more commonly by students 
who wore their aids frequently and by students who had good speech 
intelligibility. Also, speech without cues was used slightly more 
frequently by students with profound rather than less severe hearing 
losses. 
Speech Without Voice 
Family Members-to-student Interaction: Considering speech 
without voice, it can be seen from Table 4.3.15 that only two 
demographic variables showed significant, albeit low, relations to the 
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family members usage of this communication style. These two 
variables were location of hearing-aid and .other's hearing status. 
Their correlations suggest that family members tended to use speech 
without voice slightly more when Interacting with students who wore 
body-level amplification and with students currently enrolled in day 
rather than residential programs. 
Table 4.3.15 also suggests that speech without voice was used 
slightly more commonly toward students with good rather than poor 
speech intelligibility. 
Student-to-family Members Interaction: Considering the 
students1 use of speech without voice, we also find low, significant 
correlations involving location of hearing-aid and the mother's 
hearing status. Note that the correlation involving location of 
hearing-aid was negative, suggesting that students who wore ear-level 
hearing-aids showed a slight tendency to use this comnunication style 
more frequently than did students who wore body-level hearing aids. 
As above, students with hearing-impaired mothers also tended to use 
this communication style slightly more frequently than did students 
with normal hearing mothers. 
Table 4.3.15 also suggests that speech without voice was used 
slightly more commonly by students with poor speech intelligibility 
and by students with fathers in higher status occupations. 
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Manual Signs 
Famtly members, usag@ of 
-anua! s,gns bore notably strong, moderate relations to five 
variables: (1) present type of school program, (2, frequency of 
hearing-aid use, ,3) mother's hearing status, ,4, father's hearing 
status, and (5) the student's speech intelligibility. These relations 
clearly indicate that the family members usage of this style tended to 
be more common toward day rather than residential students, toward 
students who wore their aids infreoupni-i^ + 
quently, and toward students with 
hearing-impaired rather than normal hearing parents. 
Family members tended to use this comnunication style somewhat 
more commonly with students having low rather than high speech 
intelligibility. Also, the low correlations involving location of 
hearing-aid suggests that family members tended to use manual signs 
slightly more with students who wore body-level hearing-aids than they 
did with students who wore ear-level hearing-aids. 
Student-to-family Members Interaction: When the students' usage 
of manual signs is considered. Table 4.3.15 shows that the frequency 
of hearing-aid use, the student's speech intelligibility, and the 
hours the hearing-aid was worn outside class correlated moderately 
with the students' use of this style. The magnitude and direction of 
these correlations suggest that students who wore their aids 
infrequently and had low speech intelligibility tended to use manual 
signs more commonly than did students who wore their aids frequently 
and had more intelligible speech. 
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Mother's hearing status, father's hearing status, present type 
of school program, and location of hearing-aid had low correlations 
with the students' use of manual signs. These correlations suggest 
that, as above, students who had hearing-impaired parents, students 
who were day students, and students who wore body-level amplification 
used manual signs slightly more frequently than did students who were 
enrolled in residential programs, students who had normal hearing 
parents, and students who wore ear-level amplification. 
Fingerspelling 
Family Members-to-student Interaction: Turning to a 
consideration of the family members' use of fingerspelling, it is 
evident from Table 4.3.15 that some significant, although low, 
correlations with the demographic variables were obtained. These 
correlations involved (1) present type of school program, (2) type of 
hearing-aid used, (3) location of hearing-aid, (4) hours hearing-aid 
was worn in class, (5) mother's hearing status, (6) mother's 
occupation, and (7) the students' speech intelligibility. The 
correlations involving these variables, although low, suggest (1) that 
family members tended to use fingerspelling somewhat more when 
interaction with students enrolled in residential rather than day 
programs, (2) that family members tended to use this communication 
style somewhat more both when interacting with students who wore 
monaural amplifications systems and when interacting with students who 
wore body-level amplification, (3) that family members tended to use 
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fingerspelling somewhat more toward ct.iHom-c ^ ■ 
toward students having hearing-impaired 
mothers and mother in hi ah « 
nigh status occupations, and (4) the family 
members appeared to use fingerspellina nhtl 
y sPeMing slightly more when interacting 
with students having low speech intelligibility. 
5tudent-to.fa.ny Member .. Examination of the 
correlates involving the students' use of fingerspelling, shows that 
the type of hearing-aid used had the strongest relation to this 
variable. This relation was moderate and negative, indicating that 
the students who used monaural amplification systems tended to employ 
fingerspelling more commonly than did students who used binaural 
systems. 
Also, obtained were significant correlations of lesser 
magnitudes that involved the hours hearing-aid worn outside class and 
the students' speech intelligibility, and quite low, though 
significant, correlations that involved the location of hearing-aid, 
frequency of hearing-aid use, and mother's hearing status. These 
lesser correlations suggest some tendency for students who wore their 
aids infrequently and students who wore body-level amplification to 
use fingerspel 1 ing more commonly than did students who wore their aids 
frequently and who wore ear-level amplification. Also, students with 
low speech intelligibility and students with hearing-impaired mothers 
showed slight tendencies to more commonly communicate with family 
members using fingerspelling than did students with good speech 
intelligibility and normal hearing mothers. 
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Note should also be made of the 1 
ethnic group and the students' use of 
suggest that Black students tended to 
slightly more frequently than did White 
ow relation obtained between 
fingerspelling. The data 
use this communication style 
or Spanish-American students 
when interacting with their family members. 
Gestures 
Family Members-to-student Int>r,rti.. student-to-familv 
Members I n terac 11 onwith regard to the family members' use of 
gestures, it is clear from Table 4.3.15 that only one demographic 
variable, the student's speech intelligibility, was significantly 
correlated with the family members' usage of this communication style, 
linen the students’ use of gestures is considered, the same demographic 
variable was also the only one that significantly correlated with the 
students usage of this style. The correlations involving this 
variable were low and negative, which suggests that both the family 
members and the students tended to use gestures when the students' 
speech intelligibility was low rather than high. 
Writing 
Family Members-to-student Interaction: Finally, when the family 
members' use of writing is considered, Table 4.3.15 shows that four 
demographic variables had low, albeit significant relations to this 
usage. These variables were (1) sex, (2) location of hearing-aid, (3) 
student's speech intelligibility, and (4) hours hearing-aid was worn 
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outside class. The former three variables were somewhat more strongly 
related than the latter one. The direction and magnitude of these low 
correlations suggest slight tendencies for family members to use 
writing more (1) when interacting with female rather than male 
students, (2) when interacting with students who wore ear-level 
amplification rather than body-level amplification, and (3) when 
interacting with students having low rather than high speech 
intelligibility. Also, there was a very slight tendency for family 
members to use writing more with students who wore their aids few 
rather than many hours outside class. 
Student-to-family Member Interactions: Similar relations 
between sex, students' speech intelligibility and hours hearing-aid 
was worn outside class when the students' use of writing wwere noted 
for this interaction. This use tended to be slightly greater among 
female students, among students with poor speech intelligibility, and 
among students who wore their aids few hours outside class. 
Ethnic group also showed low relations to both family members' 
and the students' use of writing when interacting with each other. 
The data suggest a tendency for writing to be used slightly more 
commonly among Black family members than among Spanish-American family 
members. There was also a tendency for this communication style to be 
used slightly more commonly among these two types of family members 
than it was among White family members. 
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Interactions Between the Students and 
Persons Outside the Family 
Cued Speech 
Hearing Persons-to-student Interaction- study of Table 4.3.16 
shows that eight demographic variables were found to have low, 
significant relations with hearing persons' use of cued speech.’ 
These variables were: (1) sex, (2) mother's education, (3) father's 
education, (4) mother's occupation, (5) father's occupation, (6) type 
of hearing-aid worn, (7) mother's hearing status, and (8) father's 
hearing status. 
The size and direction of these correlations suggest that 
hearing persons tended to use cued speech (1) slightly more commonly 
toward female students, (2) slightly more commonly toward students 
having hearing-impaired parents and (3) slightly more commonly toward 
students having parents in high status occupations. 
There was some suggestion that hearing persons used cued speech 
more when interacting with students having less educated mothers and 
fathers. Finally, the quite low, negative relation involving type of 
hearing-aid worn suggests that hearing persons used cued speech 
slightly more frequently when interacting with students who wore 
monaural rather than binaural amplification. 
Student-to-hearing Persons Interaction: Examination of the 
students' use of cued speech shows that the variables pertaining to 
the parents' occupational and educational status also significantly 
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correlated with the students' use nf th,- 
SG of this communication style As 
above, the correlates involving the father's occupation and the 
mother occupation were low and positive. Those correlations 
involving the mother's education and the father's education were low 
and negative. These suggest that (1) students with parents in high 
status occupations tended to use cued speech slightly more than did 
students with parents in low status occupation, and (2) that students 
with less educated parents tended to use this communication style 
slightly more than did students with more highly educated parents. 
Mote should also be made of the low relation between ethnic 
group and the students' use of cued speech. The data suggest that 
Spanish-American students tended to use this communication style 
slightly more than did White students and Black students when they 
wore interacting with hearing persons outside the family. 
Speech Without Cues 
Hearing Persons-to-student Interaction: Turning to a considera¬ 
tion of the hearing persons' use of speech without cues, we see in 
Table 4.3.16 that eight variables correlated significantly with this 
use. These varibles were: (1) frequency of hearing-aid use, (2) the 
student s speech intelligibility, (3) present type of school program, 
(4) type of hearing-aid worn, (5) location of hearing-aid, (6) hearing 
level, (7) hours hearing-aid was worn outside class, (8) father's 
occupation, and (9) mother's occupation. 
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The correlations involvinq frermpnru u 9 rrequency of hearing-aid use and the 
students' speech intelligibility werp tho y "icy were tne strongest, being moderate in 
size. They suggest that hearing persons tended to use speech without 
cues .tore when Interacting with students who wore their hearing-aids 
frequently and with students having good speech intelligibility than 
did hearing persons when interacting with students who wore their aids 
infrequently and with students who had poor speech intelligibility. 
The direct relation between hearing aid use and the hearing persons' 
use of speech without cues was also reflected by the quite low, 
positive relation found between this use and the hours hearing-aid 
worn outside class. 
Present type of school program also bore a low, positive 
relation to the hearing persons' use of speech without cues. This 
suggests that hearing persons tended to use this coununication style 
slightly more when interacting with students enrolled in day programs 
than they did when interacting with students enrolled in residential 
programs. 
The correlations involving type of hearing aid worn, location of 
hearing-aid, and hearing level also suggest that hearing persons 
tended to use speech without cues slightly more toward students with 
binaural amplification systems, toward students who wore ear-level 
ampl i f i cation, and toward students with profound hearing losses. The 
information in Table 4.3.16 also suggest a very slight tendency for 
hearing persons to use speech without cues more toward students with 
fathers in low status occupations as well as mothers in low status 
occupations. 
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tlo„: considering the 
students' use of speech without cues with hearing persons outside the 
family, we see that the frequency of hearing-aid use and the student's 
speech intelligibility had the strongest correlations with this use. 
The correlations were moderate and positive, indicating that in their 
interactions with hearing persons outside the family, students who 
wore their aids often and students who had good speech intelligibility 
tended to use speech without cues more than did students who did not 
wear their aids frequently and students who had low speech 
intelligibility. The low, positive correlation involving the hours 
hearing-aid was worn outside class also reflected the direct relation 
found between hearing aid use and the students' use of speech without 
cues. 
Finally, the low correlations involving student enrollment 
status and mother's occupation suggest that students enrolled in day 
programs tended to use speech without cues slightly more than did 
students in residential programs when interacting with hearing persons 
outside the family. Also, students with mothers in high status 
occupations tended to use speech without cues slightly more often than 
did the students with mothers in low status occupations when 
interacting with hearing persons outside the family. 
Note should also be made of the low relation between ethnic 
group and the students' use of speech without cues. The data suggest 
a slight tendency for Spanish-American students to use this 
communication style more frequently than did 3lack students and White 
students when interacting with hearing persons. 
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Speech Without Voice 
Hearing Persons-to-sf„dPnt__Interaction: with regard to the 
hearing persons' use of speech without voice. Table 4.3.16 shows that 
three variables had low, significant relations to their use of this 
style. These variables were: (1) hearing level. (2) type of hearing- 
aid worn, and (3) sex. The correlations involving these variables 
suggest that hearing persons (outside the family) tended to use speech 
without voice slightly more among students with less profound hearing 
losses and among students who wore binaural amplification systems. 
Also, they showed a slight tendency to use speech without voice more 
toward male students than toward female students. 
$_t_u dent-to-heari nq Persons Interaction: Turning to a 
consideration of the students' use of speech without voice in this 
interaction, we see in Table 4.3.16 that only the student's speech 
intelligibility and the location of the hearing-aid correlated 
significantly with their use of this communication style. The 
correlation involving these variables were low and negative. This 
indicates that students with low speech intelligibility tended to use 
speech without voice slightly more than did students with good speech 
intel1igibility. 
Manual Signs 
Hearing Persons-to-student Interaction: With regard to the use 
of manual signs. Table 4.3.16 shows that 11 variables were found to 
significantly relate to the hearing persons' use of this communication 
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style. Of the correlations Involving these 11 variables, the 
strongest Involved the .other's hearing status and the father's 
hearing status, which were moderate and positive, indicating that 
hearing persons tended to use manual signs more toward students with 
hearing-impaired parents than they did toward students witn normal 
hearing parents. 
Low, negative correlations were obtained for: wears hearing-aid, 
frequency of hearing-aid use, hours the hearing-aid was worn outside 
class. This suggests that hearing persons tended to use manual signs 
slightly more when interacting with (1) students who did not wear 
hearing-aids, (2) with students who wore their hearing-aids 
infrequently, and (3) with students who wore their hearing-aids 
infrequently outside class. However, the low, positive correlation 
involving the hours the hearing-aid was worn in class suggests that 
hearing persons also tended to use manual signs slightly more when 
interacting with students who wore their aids frequently in class than 
they did when interacting with students who did not. The very low, 
negative relation involving the type of hearing-aid worn suggests that 
hearing persons also tended to use manual signs more with students who 
wore monaural amplification systems. 
Table 4.3.16 also shows that low correlations were obtained for 
present type of school program, the student's speech intelligibility, 
sex, and mother's occupation. The direction and magnitude of these 
correlations suggest that hearing persons showed some tendency to use 
manual signs more (1) with students enrolled in residential programs, 
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(2) with students having low speech Intelligibility, (3) with female 
students, and (4) with students having mothers In high status 
occupations. 
Stddent-to-hearlng Personsjntergctlon; Turning to a conslder- 
the students use of manual signs when Interacting with 
hearing persons outside the family, we see that five variables were 
Significantly related to this usage: (1) the student's speech 
intelligibility, (2) sex, (3) present type of school program, (4) 
hours the hearing-aid was worn in classroom, and (5) location of the 
hearing-aid. 
Of the correlations involving these five variables, the 
strongest was that which involved the first-named variable, the 
student's speech intelligibility. This correlation indicates that 
students with low speech intelligibility tended to use manual signs 
more than did student with high speech intelligibility. The lower 
correlations involving the remaining four variables also suggest (1) 
that the female students tended to use manual signs slightly more 
than did the male students, (2) that students in residential programs 
tended to use this style slightly more than did students who were in 
day programs, (3) that students who wore their aids more frequently in 
class tended to use manual signs slightly more than students who wore 
their aids infrequently in class, and (4) that students who wore 
body-level amplification tended to use manual signs slightly more than 
did students who wore ear-level amplification. 
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Fingerspellinq 
Hearing Persons-to-student Interaction: Turning to a 
consideration of the hearing persons' use of fingerspelling, we see 
that nine variables were significantly related to this usage. Of 
these nine variables, the one having the strongest correlation 
involved the mother's hearing status, which was moderate and positive. 
This correlation suggested that hearing persons tended to use 
fingerspelling more with students having hearing-impaired mothers than 
they did with students having normal hearing mothers. 
A low relation involving the father's hearing status also 
reflects this inverse relation between the hearing person's use of 
fingerspelling and parental hearing status. 
Low correlations involving the type of hearing-aid worn, the 
hours hearing-aid was worn outside class, and the frequency of 
hearing-aid use were also found. The direction and magnitude of 
these correlations suggest that hearing persons tended to use 
fingerspelling slightly more (1) among students who wore monaural 
amplification systems, and (2) among students who wore their aids 
infrequently. 
Finally, the low correlation involving sex, hearing level, and 
the student's speech intelligibility suggest that the hearing persons 
tended to use fingerspelling slightly more when interacting with 
students who (1) were females, (2) had poor speech intelligibility, 
and (3) had less profound hearing losses. 
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—- den t_:_to - hearing Persons Interaction: Considering the 
students use of fingerspelling when interacting with hearing persons 
outside the family, we see from Table 4.3.16 that eight variables 
correlated significantly with this use. Of these eight, the variables 
having the strongest relations were the father's education and the 
student's speech intelligibility. The two correlations involving 
these variables were moderate and negative, indicating a tendency for 
students with less educated fathers and students with low speech 
intelligibility to use fingerspelling more commonly than did students 
with highly educated fathers and students with good speech 
intel1igibility. 
Low correlations involving the type of hearing-aid worn, the 
hours the hearing-aid was worn outside class, and the present type of 
school program were also found. These correlations suggest that 
fingerspelling was slightly more commonly used (1) by students who 
wore monaural amplification systems, (2) by students who wore their 
hearing-aids little outside class, and (3) by students enrolled in 
residential programs. 
The low, positive correlates involving the father's hearing 
status, the father's occupation and the mother's occupation suggest 
that fingerspelling was also used slightly more commonly (1) by 
students with hearing-impaired fathers and (2) by students with 
parents in high status occupations. 
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Gestures 
Hearing Persons-to-student Interaction: When the hearing 
persons' use of gestures Is considered, it is found that eight 
demographic variables correlated significantly with this use. Seven 
of the eight correlations involving these variables were low; only 
that involving the student’s speech intelligibility was moderate. 
This correlation was also negative, indicating that hearing persons 
tended to use gestures more with students having low speech 
intel1igibi1ity. 
Table 4.3.16 also shows that low correlations involving the 
frequency of hearing-aid use, the hours the hearing-aid was worn 
outside class, and wears hearing-aid were obtained. These relations 
suggest that hearing persons tended to use gestures more (1) with 
students who wore their hearing-aids infrequently, (2) with students 
who wore their hearing-aids infrequently outside class, and (3) with 
students who did not wear hearing-aids at all. 
Finally, the low correlations involving the present type of 
school program, the mother's hearing status, the father's hearing 
status, and the mother's occupation should be noted. The direction of 
these correlations indicate that hearing persons tended to use 
gestures slightly more (1) with students currently enrolled in 
residential programs, (2) with students having hearing-impaired 
parents, and (3) with students having mothers in high status 
occupations. 
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S_tudent-to-heari ng Persons Interaction: Turning to a 
consideration of the students' use of gestures. Table 4.3.16 shows 
that four significant correlations with this use were obtained. The 
strongest of these involved the student's speech intelligibility, 
which was moderate and negative. This correlation indicated that 
students with low speech intelligibility tended to use gestures more 
frequently than did students with high speech intelligibility. 
The low relations involving the frequency of hearing-aid use, 
the present type of school program, and the hours hearing-aid was worn 
outside class also suggest that gestures were used slightly more 
frequently (1) by students who used their hearing-aids infrequently 
and (2) by students who were currently enrolled in residential 
programs. 
Writing 
Hearing Persons-to-student Interaction: With regard to the 
usage of Writing, Table 4.3.16 shows that seven variables were 
significantly related to the hearing persons' use of this 
communication style. These seven variables were: (1) the hours the 
hearing-aid was worn outside class, (2) the student's speech 
intelligibility, (3) hearing level, (4) present type of school 
program, (5) type of hearing-aid worn, (6) frequency of hearing-aid 
use and (7) mother's education. 
The correlations involving all of these variables were low. The 
direction of those involving type of hearing-aid worn, the hours 
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hearing-aid was worn outside class, frequency of hearing-aid use 
suggest that hearing persons tended to use writing slightly more when 
interacting (1) with students who wore monaural amplification systems 
and (2) with students who wore their hearing-aids infrequently. 
The low correlations involving the student’s speech 
intelligibility, present type of school program, and mother's 
education also suggest that hearing persons tended to use writing 
slightly more often (1) with students having low speech 
intelligibility, (2) with students enrolled in residential programs, 
and (3) with students having better educated mothers. 
Student-to-hearing Persons Interaction: Considering the 
students use of writing, we see that three variables correlated 
significantly with this use. These variables were: (1) the hours 
hearing-aid was worn outside class, (2) the student's speech 
intelligibility, and (3) wears hearing-aid. The strongest correlation 
was that associated with the hours hearing-aid was worn outside class. 
The correlation was moderate and negative, indicating that students 
who wore their hearing-aids few hours outside class tended to use 
writing more frequently than did students who wore their hearing-aids 
many hours outside class. The low, negative correlations involving 
student's speech intelligibility and wears hearing-aid also suggest 
that students with poor speech intelligibility and students who did 
not wear hearing-aids tended to use writing slightly more than did 
students with good speech intelligibility and students who did wear 
hearing-ai ds. 
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Finally, note should be made of the moderate relation between 
ethnic group and the students' use of writing. The data suggest that 
Spanish-American students tended to use writing more commonly than did 
Black students and White students when interacting with hearing 
persons outside the family. 
Interactions Between the Students and Hearing Students 
Cued Speech 
Hearing Student-to-student Interac tion and Student-bo - h ear i n g 
Student Interaction: As shown in Table 4.3.17 no significant 
relations were found between the demographic variables and the use of 
cued speech by hearing students and by the students when interacting 
with each other. 
Speech Without Cues 
Hearing Students-to-student Interaction: Turning to a 
consi derati on of speech without cues, three variables were found to 
significantly relate to the hearing students' use of this 
communication style. These three variables were: (1) the frequency 
of hearing-aid use, (2) the hours hearing-aid was worn outside class, 
and (3) the student's speech intelligibility. 
The first two of these variables had moderate, positive 
relations to the hearing students' use of speech without cues. The 
correlations indicates that hearing students tended to use this style 
of communication more among students who used their aids frequently 
than they did among students who did not. 
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The quite low, negative relation involving the student's speech 
intelligibility also suggests that hearing students tended to use 
speech without cues slightly more frequently among students with good 
speech intelligibility rather than among students with poor speech 
intelligibility. 
Note should be made of the low relation obtained between ethnic 
group and the hearing students' use of speech without cues. The data 
suggest that these students used this communication style slightly 
more commonly when interacting with White students than when 
interacting with Black students. Also, the hearing students used this 
communication style slightly more when interacting with white students 
and Black students than when interacting with the Spanish-American 
students in the sample. 
Student-to-hearing Students Interaction: When the students' use 
of this communication style when interacting with hearing students is 
considered, it can be seen in Table 4.3.17 that this use was found to 
be significantly related to four demographic variables. These 
variables were (1) the student's speech intelligibility, (2) wears 
hearing-aid, (3) frequency of hearing-aid use, and (4) the hours 
hearing-aid was worn outside class. 
The strongest correlation that involved the first-named variable 
was moderate and positive. It showed that when interacting with 
hearing students, students with high speech intelligibility tended to 
use speech without cues more commonly than did students with low 
speech intelligibility. The remaining correlates suggest that 
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students who wore hearing-aids and students who wore their 
hearing-aids frequently tended to use speech without cues slightly 
more commonly than did students who did not wear hearing-aids and 
students who did not wear their hearing-aids frequently. 
Note should also be made of the low relation obtained between 
ethnic group and the student's use of speech without cues. It appears 
that White students tended to use this communication style slightly 
more frequently than did the Black students or Spanish-American 
students when interacting with hearing students. 
Speech Without Voice 
Hearing Students-to-student Interaction: Turning to a 
consi deration of the hearing students' use of speech without voice, 
Table 4.3.17 shows that no significant relation between this usage and 
the demographic variables were found. Note should be made, however, 
of the moderate relation between ethnic group and the hearing 
students' use of speech without voice. The data suggest that the 
hearing students tended to use this communication style more 
frequently when interacting with Spanish-American students than they 
did when interacting with the Black students and White students in the 
sample. 
Student-to-hearing Student Interaction: Considering the deaf 
students' usage of speech without voice, we see that seven variables 
were found to correlate significantly with this usage. These 
variables were; (1) location of hearing-aid, (2) hours hearing-aid was 
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worn outside class, (3) sex, (4) preschool attendance, (5) frequency 
of hearing-aid use, and (6) father's education. 
Moderate relations with the students' use of speech without 
voice characterized the two correlations involving the location of the 
hearing-aid and the hours hearing-aid was worn outside class. The 
direction of these two correlations indicates that students who wore 
ear-level amplification and students who wore their aids infrequently 
tended to use speech without voice more commonly than did students who 
wore body-level amplification and students who wore their aids 
frequently. The low negative correlation involving the frequency of 
hearing-aid use similarly reflected this inverse relation between the 
students' hearing-aid usage and their use of speech without voice. 
Regarding the correlations involving the three remaining 
variables, sex, preschool attendance, and father's education, the 
magnitude and direction of these correlations suggest that (1) the 
female students tended to use speech without voice slightly more than 
did the male students, (2) that students who did not attend a 
preschool tended to use this communication style slightly more 
frequently than did the students who did attend such a school, and (3) 
that students with more highly educated fathers tended to use this 
communication style slightly more than did students with less educated 
fathers. 
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Manual Signs 
Hearing Students-to-student Interaction: With regard to the 
hearing students use of manual signs, the information in Table 4.3.17 
indicates that four variables had low, significant relations to this 
communication style. These variables were: (1) present type of 
school program, (2) frequency of hearing-aid use, (3) the hours 
hearing-aid was worn outside class, and (4) the student's speech 
intel1igibi1ity. 
The negative relation involving the present type of school 
program suggests that hearing students tended slightly to use manual 
signs more toward students enrolled in residential programs than 
toward students enrolled in day programs. The positive relations 
involving the remaining three variables suggest that the hearing 
students also tended to use manual signs slightly more when 
interacting (1) with students who wore their hearing-aids 
infrequently, (2) with students who wore their hearing-aids in class, 
and (3) with students having low speech intelligibility. 
Note should also be made of the low relation between ethnic 
group and the hearing students' use of manual signs. The data suggest 
a slight tendency for hearing students to use manual signs more when 
interacting with Black students than when interacting with White 
students, and more when interacting with these two types of students 
than when interacting with the Spanish-American students in the 
sample. 
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Student-to-hearing Students Interaction: When the students' use 
of manual signs is considered, it is evident from Table 4.3.17 that 
five demographic variables were moderately related to this usage. 
These variables were: (1) present type of school program, (2) type of 
hearing-aid worn, (3) hours hearing-aid was worn in class, (4) hours 
hearing-aid was worn outside class, and (5) the student's speech 
intelligibility. Also, the student's enrollment status had a low 
relation to the students' use of manual signs. 
The strength and direction of the correlations involving the 
present type of school program and student enrollment status indicate 
that manual signs were used more by students in residential programs. 
The residential students in those programs tended to use manual signs 
somewhat more than did the day students in those programs. 
The correlations involving type of hearing-aid worn, and hours 
hearing-aid worn in class were positive, indicating that students 
using binaural amplification systems and students who wore their 
hearing-aids often in class used manual signs more commonly than did 
students who wore monaural amplification systems and students who wore 
their aids infrequently in class. However, note should also be made 
of the negative relation involving the hours the hearing-aid was worn 
outside class. This relation suggests that students who wore their 
aids infrequently outside class used manual signs more coimionly than 
did students who wore their aids more often. 
Finally, the negative correlation involving the student's speech 
intelligibility indicates that students with low speech 
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intelligibility tended to use manual signs more often than did 
students with high speech intelligibility when interacting with 
hearing students. 
The low relation between ethnic group and the students' use of 
manual signs should also be mentioned. The data suggest that White 
students tended to use manual signs slightly more than did the Black 
students. In addition, White and Black students tended to use manual 
signs more than did the Spani sh-Ameri can students when interacting 
with hearing students. 
Fingerspel 1 ing 
Hearing Student-to-student Interaction: When the hearing 
students' use of fingerspelling is considered, Table 4.3.17 shows that 
a weak, positive relation between this usage and the hours hearing-aid 
worn in class was obtained. No other correlations involving the 
demographic variables were significant. This weak relation suggests a 
slight tendency for hearing students to use fingerspelling more when 
interacting with students who wore their aids often in class than when 
they were interacting with students who did not. 
Student-to-hearing Students Interaction: Regarding the 
students' use of fingerspelling, two demographic variables had 
moderate relations with this use, and four demographic variables had 
low relations. The former variables were: present type of school 
program and student enrollment status. The correlations involving 
both of these variables were negative, indicating that students 
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enrolled in residential programs tended to use fingerspelling slightly 
more than did students enrolled in day programs. 
The slightly weaker correlations pertaining to hearing-aid usage 
suggest that students who used their hearing-aids infrequently tended 
to use fingerspelling slightly more than did students who wore their 
\ 
hearing-aids frequently. 
Relations of a similar magnitude involving the mother's hearing 
status and the students' speech intelligibility also suggested that 
when interacting with hearing students, students with hearing-impaired 
mothers and students with low speech intelligibility tended to use 
fingerspelling slightly more than did students with normal hearing 
mothers and students with high speech intelligibility. 
Gestures 
Hearing Students-to-student Interaction: Turning to a 
consideration of hearing students' use of gestures, we see that three 
demographic variables had moderate correlations with this usage. The 
three variables that were moderately related were: (1) student's 
enrollment status, (2) type of hearing-aid worn, and (3) the student s 
speech intelligibility. The direction of the correlations involving 
these variables suggests that gestures were more commonly used by 
hearing students when interacting with (1) students who were enrolled 
as residential students, (2) with students having monaural 
amplification systems, and (3) with students having poor speech 
intel1igibi1lty. 
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One demographic variable had a low relation to the use of 
gestures. The correlation involving the father's occupation suggests 
that hearing students tended to use gestures more with students having 
fathers in high status rather than low status occupations. 
Student-to-heari ng Students Interaction: Considering the 
students' use of gestures we see that the father's occupation and the 
student's speech intelligibility bore moderate relations to this 
communication style. Their direction indicates that gestures were 
used more commonly by students having fathers in high status 
occupations and by students with poor speech intelligibility. 
Note should be made of the low relations involving ethnic group 
and the students' use of gestures. The data suggest that Black 
students used this communication style slightly more frequently than 
did Spani sh-American students. In addition, Black students and 
Spani sh-American students tended to use gestures more than did the 
white students when interacting with hearing students. 
Writing 
Hearing Students-to-student Interaction: With regard to the 
usage of writing, the information in Table 4.3.17 indicate that four 
demographic variables had low, significant relations to the hearing 
students' usage of this communication style. These variables were: 
(1) student enrollment status, (2) the hours the hearing-aid was worn 
in class, (3) mother's education, and (4) father's occupation. 
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The correlations involving the first two variables suggest that 
hearing students tended to use writing somewhat more when interacting 
with residential students than when interacting with day students. 
They also tended to use writing somewhat more when interacting with 
students who wore their hearing-aids frequently rather than 
infrequently in class. The correlations involving the remaining two 
variables, mothei s education and father's occupation, suggest that 
hearing students used writing slightly more toward students with 
mothers having low educational levels and toward students with fathers 
in higher status occupations. 
Finally, there was also a low relation between ethnic group and 
the hearing students' use of writing. The data suggest that the 
hearing students tended to use writing somewhat more when interacting 
with White students than they did when interacting with Black 
students. Hearing students also used writing somewhat more when 
interacting with White students and Black students that they did when 
interacting with Spanish-American students. 
Students-to-hearing Students Interaction: Regarding the 
students' use of writing, four demographic variables were found to 
significantly correlate with this usage. These variables were: (1) 
preschool experience in a program for the hearing-impaired, (2) 
present type of school program, (3) hours hearing aid was worn in 
class, and (4) hours hearing aid was worn outside class. 
With respect to the correlations involving the first two 
variables, they suggest that students who did not attend a preschool 
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for the hearing-impaired tended to use writing slightly more 
frequently than did students who did attend such a program. Also, 
students who were enrolled in day programs tended to use writing 
slightly more often than did students who were enrolled in residential 
programs. 
The correlations involving the last two variables (the hours the 
hearing-aid worn in class and the hours the hearing-aid was worn 
outside class) suggest that writing was used slightly more commonly 
(1) by students who wore their hearing-aids many hours in class and 
(2) by students who wore their aids few hours outside class. 
Ethnic group also bore a low relation to the students' use of 
writing. The data suggest that White students tended to use this 
communication style slightly more than did Black students or Spanish- 
American students when interacting with hearing students. 
Hypothesis 3a. This hypothesis stated that there will be no 
significant correlation between students' demographic 
characteri sties and their scores on the Meadow/Kendall Self- 
Interest Inventory (SII). 
The results of testing this hypothesis are presented in Table 
4.3.18. As the table shows, of the 23 demographic variables examined 
significant correlations were found between two of these variables and 
the students' scores on the SII. Thus, Hypothesis 3a can be rejected. 
The two significant correlations involved the student's hearing 
level and fathers' education. These correlations were low, but 
indicated that there was some tendency for self-concept to be higher 
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Table 4.3.18 
Correlations Between the 
SII, HOW and SEAI 
Students' Oemographi c Characteristics and Their Scores on the 
Demographic 
variables 
SII 
Self-concept Measures 
H0WIII- H0WIV- SEAI - 
Social Emotional Soc. Ad. 
SEAI- 
Self-Image 
SEAI - 
Emot. Adj. 
Sex 
.05 
-.06 
-.07 
.20*** 
.06 
.19** 
Age at onset of 
hearing loss 
-.02 
.10 
.03 
-.04 
.01 
-.11* 
Hearing level 
.21“* 
-.09 
-.03 
.01 
.09 
.13* 
Ethnic group 
.21 
.08 
.07 
.06 
.19 
.09 
Preschool attendance 
-.07 
-.01 
.04 
.06 
-.01 
.15* 
Attendance at Preschool 
for hearing-impaired 
.01 
-.01 
-.02 
.09 
.14 
.18* 
Present type of 
school program 
-.03 .02 
.01 
.01 
.09 
.05 
Student enrollment 
status 
-.10 
-.01 
-.06 
.13* 
.21*** 
.22*“ 
Use of hearing aid: 
wears aid 
type of aid used 
-.10 
-.09 
-.07 
.09 
-.02 
.16* 
-.05 
- 15* 
.05 
.02 
-.11* 
.04 
.03 
location of aid 
how often aid worn 
hours aid worn in 
.06 
.07 
-.10 
-.05 
.11 
.05 
-.01 
.07 
.07 
.07 
class 
hours worn outside 
.03 
.08 
.12* 
-.12* 
-.13* 
-.11* 
class 
.03 
-.06 
-.05 
.21*** 
.21*** .14* 
Mother's hearing status 
.05 
-.07 
-.13* -.01 .09 
.03 
Father's hearing status .07 
-.07 
-.10 
.02 .02 
.01 
Mother's education 
-.13 .09 .09 
-.01 .07 
.03 
Father's education 
-.17* 
-.04 .01 .07 .05 
.06 
Mother's occupation .04 .02 
.01 .03 
-.06 -.01 
Father's occupation 
.13 .06 .03 
-.11 
-.21*** -.07 
Student's speech 
intel1igibi1ity 
-.02 
-.02 -.07 
.08 .31“* .15* 
‘Significant at the .05 level. 
“Significant at the .01 level. 
***Significant at the .005 level or less. 
Note: All correlations except that involving Ethnic Group are Kendall 
correlations. Because Ethnic Group is only a categorical variable, 
instead of a Kendall correlation an eta was used to assess the relation 
between Ethnic Group and the continuous measures of interest. It is 
not unreasonable to regard the eta coefficient's value as indicative of 
roughly the same degree of relationship as that which would be 
indicated by a Kendall coefficient that has the sane value. 
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among students with less severe hearing loss levels and among students 
with less educated fathers than it was among students with more severe 
hearing loss levels and among students with more educated fathers. 
Note should also be made of the low but marked relation between 
ethnic group and the students' scores on the SI I. It appears that 
white students tended to have a better self-image than did Spanish- 
American students. In addition, white students and Spanish-American 
students tended to have better self-image than did the Black students 
in the sample on the SI I. 
Hypothesis 3b. This hypothesis stated that there will be no 
significant correlation between students' demographic 
characteristics and their scores on Divisions III (Social) 
and IV (Emotional) of the Heggerty-01 son-Wickman Behavior 
Rating Schedule (HOW). 
The results of testing this hypothesis are given in Table 
4.3.18. Of the 23 demographic variables correlated with the students' 
scores on each of the two scales. No significant relations between 
these variables and performance on the HOW III (Social) were found. 
However, three of the variables correlated significantly with the 
students' performance on the HOW IV (Emotional). Thus, Hypothesis 3b 
can be rejected. 
Three demographic variables found to be significantly correlated 
with the scores on the HOW IV scale were: (1) the type of hearing-aid 
used, (2) the frequency of hearing-aid use in the classroom, and (3) 
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the hearing status of the student's mother. These three significant 
correlations were low. 
The strongest correlation involved the type of hearing aid used 
( r-.16 ) , which suggested a slight tendency for emotional problems to 
have been more likely among children who used binaural or Y-cord 
amplification than they were among children who used monaural 
amplification. 
The significant but low correlation involving the frequency of 
hearing aid use in the classroom suggested that emotional problems 
might have been more likely among children who wore their aids 
relatively less frequently in class than they were among children who 
wore their aids relatively more frequently in class. 
Finally, the data in Table 4.3.18 suggested that emotional 
problems might have been slightly more likely among children with 
normal hearing mothers than they were among children with hearing- 
impaired mothers. 
Hypothesis 3c. This hypothesis stated that there will be no 
significant correlation between students' demographic 
characteri sti cs and their scores on the Meadow/Kendall 
Social-Emotional Adjustment Inventory (SEAI). 
The results of testing this hypothesis are presented in Table 
4.3.18. Of the 23 demographic variables correlated with each of the 
three scales of the SEAI, 11 variables were found to be significantly 
related to at least one of the scales. Thus, Hypothesis 3c can be 
rejected. 
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Five demographic variables were found to have low but 
significant correlations with performance on the SEAI - Social 
Adjustment portion of the scale. As shown in Table 4.3.18, these 
variables were: (1) sex, (2) student enrollment status, (3) type of 
hearing-aid used, (4) hours hearing-aid worn in class, and (5) hours 
hearing-aid worn outside class. 
Of these five variables, the two most strongly related to scores 
on the Social Adjustment scale were sex and hours the hearing-aid was 
worn outside of class. The correlations of about .20 involving these 
variables indicated some tendency for female students to be better 
adjusted socially than were male students. There was some tendency 
for students who wear their aids often outside of class to be better 
adjusted socially than students who wore their aids relatively less 
often outside class. 
With respect to type of hearing-aid worn, student enrollment 
status and hours the hearing-aid was worn in class, the data in Table 
4.3.18 suggested some tendency for Social Adjustment on the SEAI to be 
(1) better among students with monaural amplification than it was 
among students with binaural or biuni lateral amplification, (2) better 
among students who wore their aids less rather than more frequently in 
class, and (3) better among day students rather than residential 
students. 
Turning to a consideration of the demographic variables that 
were significantly related to SEAI-Self Image, we see from Table 
4.3.18 that, of the 23 variables examined, student enrollment status. 
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type of hearing-aid used, hours the hearing-aid was worn in class, 
hours the hearing-aid was worn outside class, father's occupation, and 
the student's speech intelligibility were significantly related to the 
students' SEAI Self-Image scores. 
Of these six variables, the students' speech intelligibility was 
clearly the most strongly related to self-image. The moderate 
correlation of .31 between these variables indicated a notable 
tendency for self-image to be better among students with intelligible 
speech. In other words the greater the speech intelligibility, the 
higher the self-image score. 
The student enrollment status, the hours the hearing-aid was 
worn in class, and the father's occupation bore slightly weaker 
relations to the SEAI Self-Image score. Their low but significant 
correlations indicated some tendency for self-image to be (1) better 
among day rather than residential students, (2) better among students 
who wore their aids more frequently rather than less frequently 
outside class, and (3) better among students with fathers in low 
status rather than high status occupations. 
Among the two remaining variables related to self-image, the 
data in Table 4.3.18 indicate that there was a slight tendency for 
self-image to be better among children who wore monaural amplification 
rather than binaural or biunilateral amplification, and better among 
children who wore their aids fewer hours rather than more hours in 
class. 
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Note should also be made of the relation between ethnic group 
and the students' self-image scores. The data suggest that, as 
measured by the SEAI Self-Image. White students and Spanish-American 
students tended to have somewhat higher self-image scores than did the 
Black students studied. 
With respect to the demographic variables' relation to scores on 
the SEAI -Emotional Adjustment scale, Table 4.3.18 shows that sex, age 
of onset of hearing loss, degree of hearing loss and student's speech 
intelligibility were found to be significantly related to the 
students scores on this scale. Also, as was the case when the 
correlations involving the SEAI-Social Adjustment and Self-Image 
scales were examined, student enrollment status, the type of hearing- 
aid worn, the hours the hearing-aid was worn in class, and the hours 
the hearing-aid was worn outside class were found to be significantly 
related to performance on the emotional adjustment scale. 
Of the 10 demographic variables that were significantly 
correlated with Emotional Adjustment, student enrollment status, sex, 
and attendance at a preschool program for the hearing-impaired showed 
the strongest relations. The low but significant correlations 
involving these variables indicated some tendency for emotional 
adjustment to be better among day students than it was among 
residential students, better among female students than it was among 
male students, and better among students who had attended a preschool 
program for hearing-impaired children than it was among students who 
had not. 
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The somewhat weaker relations involving the remaining seven 
demographic variables that were significantly correlated with 
emotional adjustment indicated a slight tendency for emotional 
adjustment to be better among students who were congenitally hearing- 
impaired than it was among students adventitiously hearing-impaired; 
better among students with more residual hearing than students with 
profound-total hearing losses; and better among students who had 
attended a preschool program than among students who had not. 
Finally, self-image tended to be slightly better among (1) 
students who used monaural amplification rather than binaural or 
biunilateral amplification, (2) students who wore their aids fewer 
rather than more hours in the classroom, (3) students who wore their 
aids more rather than fewer hours outside of the classroom, and (4) 
students with more rather than less intelligible speech. 
Hypothesis 4. Hypothesis 4 stated that there will be no 
significant correlation between students' demographic 
characteristics and their achievement test scores. 
The results of testing this hypothesis are given in Table 
4.3.19. As is evident from the study of the table, significant 
correlations were observed between the students' demographic 
characteri sti cs and their achievement test scores. Thus, this 
hypothesis can be rejected. 
Looking first at the Vocabulary subtests, we see that the 
students' vocabulary scores were negatively related to the hours the 
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Table 4.3.19 
Correlations Between tne Demographic 
Achievement Test Scores Characteristics of the Students and Their 
Demographic 
variables 
SAT 
Vocab. 
SAT 
Reading 
Comp. 
Achievement 
SAT 
Word Study 
4 Reading 
Comp. 
Subtest 
S4T 
Math 
Concepts 
SAT 
Matn 
Comp. 
Sex 
-.13 
-.13 
.06 
-.17* 
-.25* 
Age at onset of 
hearing loss 
.04 .04 
-.14 
.07 
.09 
Hearing level 
.01 
-.20 
-.03 
-.02 
-.11 
Ethnic group 
.09 
.63 
.59 
.16 
.20 
Preschool attendance 
.03 
.22 
.16 
.08 .17 
Attendance of Preschool 
for hearing-impaired 
.13 
-.03 
-.11 
-.02 
.02 
Present type of 
school program 
.01 NA 
.23* 
-.26*“ 
-.12 
Student enrollment 
status 
.02 
.32 
.22* 
-.19* 
-.10 
Use of hearing aid: 
wears aid 
type of aid used 
location of aid 
how often aid worn 
hours aid worn in 
class 
hours worn outside 
class 
-.06 
.12 
.03 
-.01 
.10 
-.17* 
-.05 
.15 
-.03 
.21 
-.12 
-.02 
.09 
-.01 
.08 
.18 
.14 
.04 
-.09 
.13 
-.02 
.01 
.14 
-.11 
.04 
.05 
-.03 
.07 
.12 
-.04 
Mother's hearing status 
-.01 .05 .11 .03 
-.16 
Father's nearing status 
.09 .09 .09 .06 -.14 
Mother's education 
.12 
-.11 .30* .04 
.03 
Father's education 
-.11 .17 .20 -.10 0.00 
Mother's occupation 
-.04 
-.22 -.13 -.02 
-.06 
Father's occupation 
.01 -.25 -.29** .02 
-.12 
Student's speech 
intelligibility 
-.10 .15 .33*** .01 .05 
Note: Cell sizes range from 19 to 37. 
‘Significant at the 
“Significant at the 
‘“Significant at the 
.05 level. 
.01 level. 
.005 level or less. 
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hearing-aid was worn outside of class. This relation was low, but 
suggested a slight tendency for students who wore their hearing-aids 
more hours outside of class to have slightly lower vocabulary skills 
than did students who wore their hearing-aids relatively fewer hours 
outside of class. 
Students' Reading Comprehension scores, taken alone, were not 
significantly related to any of the demographic characteristics 
examined. However, note should be made of the relation between these 
scores and student enrollment status, which was moderate and 
marginally significant (p<.06). This relation suggested a tendency 
for residential students to have slightly better reading comprehension 
than did day students. 
Note should also be made of the substantial relation between 
reading comprehension and ethnic group. The data indicated that White 
students clearly tended to have better reading comprehension than did 
Black students. Mo reading scores were available for Spanish-American 
students. 
With regard to the students' combined Word Meaning and Reading 
Comprehension scores, significant relations were found between these 
combined scores and five of the 23 demographic variables. These 
variables included: (1) the present type of school program, (2) 
student enrollment status, (3) mother's education, (4) father's 
occupation, and (5) the student's speech intelligibility. 
The low but position relation between the combined scores and 
the first two of these variables suggested a slight tendency for 
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students in residential programs and students who were enrolled as 
residential students to have better word meaning and reading 
comprehension skills than did students who were in day programs or 
students who were day students. 
The significant correlations involving mother's education, 
father's occupation, and the student's speech intelligibility were 
somewhat stronger than the two noted above. They indicated some 
tendency for students with more highly educated mothers and with 
fathers in lower status occupations to have better word meaning and 
reading comprehension skills than did students with mothers who were 
less highly educated and students with fathers in relatively higher 
status occupations. There was a tendency for students with 
intelligible speech to have better word meaning and reading 
comprehension skills than did students with speech that was not 
intel 1igible. 
Finally, note should be made of the substantial relation between 
ethnic group and students' combined word meaning and reading 
comprehension subtest scores. As was the case when the reading scores 
were examined above, there was a clear tendency for White students to 
perform better than Black students. Mo data for Spanish-American 
students was available. 
Several demographic variables were found to be significantly 
correlated with the students' mathematics achievement scores. The 
students' sex was negatively correlated, albeit slightly, with 
performance on both the mathematics concepts and mathematics 
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computation subtests, indicating a slight tendency for males to do 
better than females on these tests. 
The present type of school program and student enrollment status 
were also significantly, and negatively, related to performance on the 
two mathematics subtests. As these negative relations were low, they 
suggest only a slight tendency for students in day programs and 
students who were day students to have slightly better math scores 
than did students who were in residential programs and who were 
residential students. 
Hypothesis 5a. This hypothesis stated that there will be no 
si gni f i cant correlation between students' achievement test 
scores and their scores on the Meadow/Kendall Self-Interest 
Inventory (SI I). 
The results of testing this hypothesis are given in Table 
4.3.20. As shown in the table, no significant relations between 
students' scores on the SII and their scores on the verbal and 
mathematical subtests of the Stanford Achievement Test (SAT) were 
found. Thus, Hypothesis 5a cannot be rejected. 
Hypothesis 5b. This hypothesis stated that there will be no 
significant correlation between students' achievement test 
scores and their scores on Divisions III (Social) and IV 
(Emotional) of the Heggerty-01son-Wickman Behavior Rating 
Schedule (HOW). 
The results of testing this hypothesis are presented in Table 
4.3.20. As shown by the table, the correlation between the HOW 
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III -- Social and the Reading Comprehension subtest of the SAT was 
significant. No other significant correlations of the HOW III — 
Social and the HOW IV -- Emotional with verbal and mathematical 
subtests were found. The one significant finding however, permits 
rejection of Hypothesis 5b. 
The significant correlation between the HOW III — Social and the 
Reading Comprehension subtest was negative and sizeable (r=.44). This 
moderate relation indicated tnat there was a clear tendency for 
students who had high reading comprehension to be less likely to have 
social problems than were students who had low reading comprehension. 
Hypothesis 5c. This hypothesis stated that there will be no 
significant correlation between students' achievement test 
scores and their scores on the Meadow/ Kendall 
Social-Emotional Adjustment Inventory (SEAI). 
The results of testing this hypothesis are presented in Table 
4.3.20. As the table shows, the students' reading comprehension 
scores correlated significantly with their scores on the 
SEAI Self-Image scale. Also, the students' mathematics concepts and 
computation scores correlated significantly with their SEAI -- 
Emotional Adjustment scores. No other significant correlations 
between the three scales of the SEAI and the verbal and mathematical 
subtests of the SAT were found. 
The correlation between the students' reading comprehension 
scores and their scores on the SEAI Self-Image scale was moderate. 
It indicated that students with greater reading comprehension had a 
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better self-image than did students with relatively lower reading 
comprehension. 
The low, negative correlations between the students' scores on 
the mathematics concepts subtest and their scores on the SEAI - 
Emotional Adjustment scale suggested some tendency for students with 
less conceptual skill in mathematics to be better adjusted emotionally 
than their counterparts who had more conceptual skill. A similar 
negative relation also was evident between students' level of skill in 
mathematics computation and the level of their emotional adjustment. 
Hypothesis 6a. This hypothesis stated that there will be no 
significant difference in the mean scores of deaf children 
with two normal hearing parents and the mean scores of deaf 
children with two hearing-impaired parents or one normal 
hearing and one hearing-impaired parent when these groups are 
compared in terms of their scores on the Meadow/Kendall 
Self-Interest Inventory. 
The results of testing this hypothesis are presented in Table 
4.3.21. As is shown by the table, there was not a significant 
difference between the mean self-image scores of children with two 
normal hearing parents and the mean self-image scores of children with 
one or both parents heari ng-impaired. Thus, Hypothesis 6a cannot be 
rejected. 
Hypothesis 6b. This hypothesis stated that there will be no 
significant difference in the mean scores of deaf children 
with two normal hearing parents and the mean scores of deaf 
children with two hearing-impaired parents or one normal 
hearing and one hearing-impaired parent when these groups are 
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Table 4.3.21 
T-test Results of Comparing the SI I, HOW, and SEAI 
with Parents Who Differed in Their Hearing Status Scores of Children 
Mean S.D. t df P 
Both parents normal hearing 213.34 17 .84 
-.85 119 .395 One or both parents hearing-impaired 217.17 15.71 
HOW III (Social) 
Both parents normal hearing 
One or both parents hearing-impaired 
23.44 
22.35 
5.63 
6.24 .73 123 .438 
HOW IV (Emotional) 
Both parents normal hearing 21.60 7.00 1.39 123 .168 One or both parents hearing-impaired 19.25 6.60 
SEAI (Social Adjustment) 
Both parents normal hearing 3.02 .46 
.00 114 .977 One or both parents hearing-impaired 3.02 .49 
SEAI (Self-Image) 
Both parents normal hearing 
One or both parents hearing-impaired 
3.10 
3.18 
.38 
.38 
-.80 114 .425 
SEAI (Emotional Adjustment) 
Both parents normal hearing 3.29 .47 
-1.10 114 .275 
One or both parents hearing-impaired 3.42 .48 
NOTE: N of children with both parents normal hearing ranged from 99 to 
105; N of children with one or both parents hearing-impaired 
ranged from 17 to 20. 
256 
compared in terms of thel 
and IV (Emotional) of the 
Rating Schedule (HOW). 
r scores on Division III (Social) 
Heggerty-01 son-Wickman Behavior 
The results of testing this hypothesis are given in Table 
4.3.21. As is evident from the table, on the two scales of the HOW, 
the performance of students with two normal hearing parents did not 
differ significantly from the performance of children with one or both 
parents hearing-impaired. Thus, Hypothesis 6b cannot be rejected. 
Hypothesis 6c. This hypothesis stated that there will be no 
significant difference in the mean scores of deaf children 
with two normal hearing parents and the mean scores of deaf 
children with two hearing-impaired parents or one normal 
hearing and one hearing-impaired parent when these groups are 
compared in terms of their scores on the Meadow/Kendall 
Social-Emotional Adjustment Inventory (SEAI). 
The results of testing this hypothesis are presented in Table 
4.3.21. As is shown in the table on the three scales of the SEAI, the 
performance of deaf children with two normal hearing parents did not 
differ significantly from the performance of deaf children with one or 
both parents hea r i ng-i mpa i red . Thus, Hypothesis 6c cannot be 
rejected. 
Hypothesis 7. This hypothesis stated that there will be no 
si gni f icant differences in the achievement scores of deaf 
children with two normal hearing parents and the mean scores 
of children with two hearing-impaired parents or one normal 
hearing and one hearing-impaired parent. 
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The results of testing this hypothesis are given in Table 
4.3.22. As is shown by the table, parental hearing status was 
unrelated to the students' Stanford Achievement Test scores on the 
Vocabulary, Reading, and Mathematics Concepts subtests. 
Howevei , students with two normal hearing parents did perform 
significantly better on the Mathematics Computation subtest than did 
students with one or both parents hearing-i mpai red. This finding 
leads to a rejection of Hypothesis 7. 
Hypothesis 8a: This hypothesis stated that there will be no 
significant correlation between the students' achievement 
test scores and the communication styles used in the 
parent-to-chi1d interactions and the chi1d-to-parent 
interact!' ons. 
The results of testing Hypothesis 8a are given in Tables 4.3.23a 
and 4.3.23b. It is evident from the study of these tables that 
significant correlations were found between some of the achievement 
subtests studied and the usage of communication styles in the 
students' and parents' interactions with each other. Thus, Hypothesis 
8a can be rejected. 
The significant correlations obtained for each conmunication 
style as shown in Tables 4.3.23a and 4.3.23b are described in the 
following paragraphs. These significant relations are summarized in 
Table 4.3.23c. 
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Cued Speech 
Parent-to-student Interaction: Study of Table 4.3.23a indicates 
that there were no achievement test scores significantly related to 
the parents' use of cued speech. 
Student-to-parent Interaction: Examining the correlations in 
Table 4.3.23b, we see that no achievement test scores correlated 
significantly with the students' use of this communication style. 
Speech Without Cues 
Parent-to-student Interaction: With regard to the correlation 
between students' achievement test scores and their parents' use of 
speech without cues. Table 4.3.23a show no significant correlations. 
Student-to-parent Interaction: We see from Table 4.3.23b that 
one achievement test. Mathematics Concepts, correlated significantly 
with the students' usage of this style. The correlation involving 
this test was very low and positive, indicating a slight tendency for 
students who used this communication style more in their interactions 
with their parents, to have slightly higher mathematics concepts test 
scores. 
Speech Without Voice 
Parent-to-student Interaction: Considering the parents' use of 
speech without voice, we see from Table 4.3.23a that their usage of 
this style was not significantly related to the students achievement 
test scores. 
263 
Student-to-parent Interaction: With respect to the students' 
use of speech without voice when interacting with their parents, the 
data in Table 4.3.23b indicate that the usage of this communication 
style was significantly related to three achievement test scores: 
Mathematics Concepts, Reading Comprehension, and Word Study. 
Of these three scores, the strongest relation involved Reading 
Comprehension and Word Study. The correlations involving these two 
variables were moderate and negative indicating a tendency for the use 
of speech without voice to be more common among the students who 
scored lower on the reading comprehension and word study subtests. 
The correlation involving the Mathematics Test that was was low 
and suggested a slight tendency for speech without voice to be used 
more frequently among students who scored higher on the mathematics 
concepts subtest than it was among students who scored lower on this 
subtest. 
Manual Signs 
Parent-to-student Interaction: The data in Table 4.3.23a show 
there were no achievement tests scores which were significantly 
related to the parents' use of manual signs. 
Student-to-parent Interaction: We see from Table 4.3.23b that 
one achievement test score was found to be significantly related to 
the students' use of manual signs. The correlation, involving the 
Word Study subtest, was low and positive. It indicates some tendency 
for the use of manual signs to be more frequent among students who 
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scored higher on the word study subtest than it was among students who 
scored lower. 
Fingerspelling 
Parent-to-student Interaction: When the data in Table 4.3.23a 
concerning the parents' use of fingerspelling are is considered, it 
can be seen that one achievement subtest correlated significantly with 
the frequency with which the parents used this communication style. 
The very low, positive correlation suggest a slight tendency for 
fingerspelling to be used more frequently by the students who scored 
higher on the Vocabulary subtest. 
Student-to-parent Interaction: Examination of the correlations 
in Table 4.3. b that involve the students' use of fingerspelling, we 
see that there were no achievement subtests which correlated 
significantly with the students' use of this communication style. 
Gestures and Writing 
Parent-to-student Interaction and Student-to-parent Interaction: 
As is shown in Tables 4.3.23a and 4.3.23b, there were no achievement 
subtest scores that correlated significantly with either the parents 
or the students' use of these communication styles when interacting 
with each other. 
Hypothesis 8b: This hypothesis stated that there will be no 
significant correlation between the student s achievement 
test scores and the communication styles used in the 
teacher-to-student interactions and the student-to-teacher 
interactions. 
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The results of testing Hypothesis 8b are given in Tables 4.3.23d 
and 4.3.23e. Significant correlations were found between score of the 
achievement subtests examined and the usage of communication styles in 
the students and teachers' interactions with each other. Thus 
Hypothesis 8b can be rejected. 
The significant correlations obtained for each communication 
style given in Tables 4.3.23d and 4.3.23e are described in the 
paragraphs that follow. The significant relations are summarized in 
Table 4.3.23f. 
Cued Speech 
T e acher-to-student Interaction and Student-to-teacher 
Interaction: We see from Tables 4.3.23d and 4.3.23e that no 
achievement subtest scores correlated significantly with either the 
teachers' or the students' use of this communication style when 
interacting with each other. 
Speech Without Cues 
Teacher-to-student Interaction: Looking first at Table 4.3.23d 
we see that two achievement subtest scores were positively correlated 
with the teachers' use of speech without cues. This relation was low, 
but suggested a slight tendency for students to have slightly higher 
vocabulary and mathematics concepts scores when speech without cues 
were used more frequently by their teachers. 
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Student-to-teacher Interacti on: Considering the students' use 
of speech without cues, we see from Table 4.3.23e that one achievement 
test. Mathematics Concepts, correlated significantly with this 
communication style. The correlation was very low and positive, 
indicating a slight tendency for students who used speech without cues 
more in their interactions with their teachers, to have slightly 
higher mathematics concepts scores. 
Speech Without Voice 
Teacher-to-student Interaction: The data in Table 4.3.23d 
indicate that the teachers' usage of this communication style was 
significantly related to the students' scores on four achievement 
subtests. These four subtests were: Vocabulary, Reading 
Comprehension, Mathematics Concepts and Mathematics Computation. Of 
these four subtests, the strongest correlation involved the Reading 
Comprehension subtest. This relation was moderate and negative. The 
size and direction of this correlation indicate that speech without 
voice tended to be used more frequently by teachers with students who 
had lower reading comprehension abilities than it was with students 
who had higher scores. 
The teachers' usage of speech without voice was also correlated 
with students' scores on the Vocabulary and Mathematics Concepts 
subtests. The correlations involving these variables were low and 
negative. They indicate that teachers used speech without voice more 
frequently with students having lower vocabulary and mathematics 
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concepts skills than they did with students having higher vocabulary 
and mathematics concepts skills. 
A low, negative correlation was also observed between the 
students' scores on the Mathematics Computation subtest and the 
teacher's use of speech without voice. This correlation suggested 
teachers used speech without voice more frequently with students 
having lower mathematics computation skills, than they did when 
interacting with students having higher computational skills. 
Student-to-teacher Interaction: Study of Table 4.3.23e indicate 
that two of the achievement subtests noted above were significantly 
related to the students' use of speech without voice when interacting 
with their teachers. As was the case noted above, the correlation 
between speech without voice and Reading Comprehension was moderate 
and negative. The direction of the correlation indicate a tendency 
for the usage of speech without voice to be greater among students' 
with lower reading comprehension abilities. The correlation involving 
the Mathematics Concepts subtest was also low and negative suggesting 
a slight tendency for the use of speech without voice to be greater 
among students with lower conceptual skills in mathematics. 
Manual Signs 
Teacher-to-student Interaction: Considering the teachers use 
of manual signs, we see from Table 4.3.23d that two achievement 
subtests correlated with the teachers' use of this communication 
the Word Study and the Vocabulary subtest. style. These subtests were 
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The low, negative relation involving the Word Study Subtest suggest a 
tendency for teachers to use manual signs more frequently with 
students having low word study skills than with students having high 
word study abilities. With regard to the Vocabulary subtest, the very 
low, positive relation to the teachers1 use of manual signs suggests a 
slight tendency for manual signs to be used more frequently by 
teachers of students with better vocabularies rather than students 
with poorer vocabularies. 
Student-to-teacher Interactions: With respect to the students' 
use of manual signs when interacting with their teachers, the data in 
Table 4.3.23e show that the same achievement subtests noted above were 
significantly related to the students' use of this communication 
style. The correlations involving these subtests suggests that 
students having lower word study skills tended to use manual signs 
more frequently in their interaction with their teachers. Also, 
students with higher vocabulary subtest scores used this communication 
style more frequently in their interactions with their teachers. 
Fingerspel1ing 
Teacher-to-student Interaction: Turning to a consideration of 
the teachers' use fingerspelling, only one achievement subtest score 
noted in Table 4.3.23d was found to be significantly related to the 
teachers use of this communication style when interacting with their 
students. The Word Study subtest showed a low, negative relation to 
the teachers' use of fingerspelling. The correlation indicate that 
272 
teachers tended to use fingerspelling slightly more frequently when 
interacting with students having lower word study skills than they did 
when interacting with students having higher word study skills. 
Student-to-teacher Interaction: When the students' use of 
fingerspelling is considered, it can be seen by Table 4.3.23e that 
this communication use was not found to be significantly related to 
the students' scores on any subtest. 
Gestures 
Teacher-to-student Interaction: With regard to the teachers' 
use of gestures, Table 4.3.23d shows that one achievement subtest 
score was shown to be significantly related to the teachers' use of 
this communication style. The Word Study correlation was low and 
negative, suggesting a tendency for gestures to be used slightly more 
frequently by teachers with students having poorer word study skills 
than it was with students having better word study skills. 
Student-to-teacher Interaction: Data in Table 4.3.23e show that 
the same achievement subtest noted above was significantly related to 
the students' use of gestures. The correlation involving the Word 
Study subtest was also low and negative. This suggested a tendency 
for gestures to be used more frequently by students having lower Word 
Study skills than it was by students having higher word study skills 
when interacting with their teachers. 
Teacher-to-student Interaction and Student-to-teacher 
Interaction: Tables 4.3.23d and 4.3.23e show that no significant 
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relation between the achievement subtest scores and teachers' and 
students' usage of writing were found. 
Supplemental Data to Hypothesis 8a and 8b: Under the assumption 
that the students' achievement subtests might be affected by the 
interactions they have with people other than their teachers and 
parents, further analyses were carried out. The analyses considered 
the communication styles used in the interactions with (1) other deaf 
students, (2) family members, (3) hearing students, and (4) hearing 
people outside the family. 
These analyses entailed correl ational studies of the relation 
between the students' achievement test scores and the communication 
style usage in the various interactions. The results of these 
analyses are discussed below and summarized in Tables 4.3.24a to 
4.3.24c. The data on which these summaries were based are provided in 
Appendix N. 
Interactions Between the Other Deaf Students and the Student 
Cued Speech and Speech Without Cues 
Deaf Students-to-student Interaction and Student-to-deaf 
Students Interaction: Examination of Table 4.3.24a show that no 
achievement subtest scores correlated significantly with either the 
other deaf students' or the students' use of these two communication 
styles when interacting with each other. 
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Speech Without Voice 
Deaf Students-to-student Interaction: Regarding the other deaf 
students use of speech without voice when interacting with the 
student, the data in Table 4.3.24a indicate that the scores on the 
Mathematics Computation subtest were significantly related to the 
usage of this communication style. The correlation involving this 
test was very low and negative suggesting a slight tendency for other 
deaf students to use speech without voice more frequently with student 
having lower computational skills. 
Student-to-other Deaf Students Interaction: Considering the 
students' use of speech without voice when interacting with other deaf 
students, the data in Table 4.3.24a shows that there were no 
achievement subtest scores significantly related to the students' use 
of this communication style in their interaction with other deaf 
students. 
Manual Signs 
Other Deaf Students-to-student Interaction: As shown in Table 
4.3.24a, two achievement subtests were found to be significantly 
related to the other deaf students' use of manual signs when 
interacting with the student. These two subtests were: Vocabulary 
and Mathematics Concepts. The quite low, positive relation involving 
both subtests suggest that other deaf students tended to use manual 
signs slightly more frequently when interacting (1) with students with 
higher vocabulary skills, and (2) with students having higher 
conceptual skills. 
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Student-to-other Deaf Students Interaction: Note should be made 
that the same achievement tests noted above were found to be 
significantly related to the students' use of manual signs when 
interacting with other deaf students. The low, positive relation 
between the students' use of manual signs and the scores on the 
Vocabulary subtest suggests that manual signs tended to be used 
slightly more frequently by students having higher vocabulary skills 
than it was by students having lower vocabulary skills. Likewise, the 
quite low but positive relation involving the Mathematics concept 
subtest implies that the student having higher conceptual skills 
tended to use this communication style more frequently when 
interacting with otner deaf students than did those students having 
lower conceptual skills. 
Fingerspel1ing 
Other Deaf Students-to-student Interaction and Student-to-other 
Deaf Students Interaction: Examining the correlations that involve 
the use of fingerspel!ing, we see in Table 4.3.24a chat no achievement 
subtests correlated significantly with either the other deaf students' 
or the students' use of this communication style when interacting with 
each other. 
Gestures 
Other Deaf Students-to-student Interaction: When the other deaf 
students' use of gestures is considered, data Table 4.3.24a indicate 
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the use of gestures by other deaf students were found to be 
significantly related to scores on the Mathematics Concepts subtest. 
The correlation involving this subtest was very low and positive, 
suggesting other deaf students used gestures more commonly with the 
students having higher conceptual skills than they did with students 
having lower conceptual skills. 
Student-to-other Deaf Students Interaction: Turning to the 
students' use of gestures, the data in Table 4.3.24a show that there 
were no achievement subtests which correlated with the students' use 
of this communication style when interacting with other deaf students. 
Writing 
Other Deaf Students-to-student Interaction: With regard to the 
other deaf students' use of writing. Table 4.3.24a indicate that two 
achievement subtests were significantly related to the use of this 
communication style. The subtests involved Reading Comprehension and 
Mathematics Concepts. The correlation related to the Reading 
Comprehension subtest were moderate and positive, suggesting a clear 
tendency for the other deaf students to use writing more frequently 
with students who had higher reading levels than they did with 
students who had lower reading levels. 
Student-to-other Deaf Students Interaction: Finally, with 
respect to the students' use of writing, we see from Table 4.3.24a 
that no achievement tests correlated with the students' use of this 
communication when interacting with other deaf students. 
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interactions Between the Family Members and the Student 
Family Members-to-student Interaction and Student-to-family 
Members Interaction: There were no significant correlations between 
the students' achievement test scores and the communication styles 
used in the family members-to-student interactions and the student-to- 
family members interactions. 
Interactions Between Hearing Students and the Student 
Cued Speech 
Hearing Students-to-student Interaction and Student-to-hearing 
Student Interaction: As shown in Table 4.3.24b, there were no 
achievement test scores which correlated significantly with either the 
hearing students' or the students' use of cued speech when interacting 
with each other. 
Speech Without Cues 
Hearing Students-to-student Interaction: Table 4.3.24b 
indicates that there were of achievement test scores which correlated 
significantly with the hearing students' use of this communication 
style when interacting with the student. 
Student-to-hearing Students Interaction: When the students' use 
of speech without cues is examined, we see by Table 4.3.24b that four 
achievement subtests were significantly related to the students' use 
of this communication style. These four achievement subtests were: 
Vocabulary, Word Study, Mathematics Computation and Mathematics 
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Table 4.3.2-lb 
““'S Subtesi score, .* 
Students 1 nteractions ® Students-to-student and the Student-to-Hearing 
Communication Style 
and 
Communication Interaction 
Very low 
<j+19! 
Correlation Level 
Low 
!i.20!-:+.2g; 
Moderate 
:+.3o:-!*.5o: 
Cued Speech 
Hearing Student-to-student 
Student-to-hearing Student 
Speech with Cues 
Hearing Students-to-student 
Student-to-hearing Student 
Vocabulary* 
Word Study* 
Mathematics Computation* 
Mathematics Concepts** 
Speech Without Voice 
Hearing student-to-student 
Student-to-heari ng Students 
Manual Signs 
Hearing Students-to-student 
Student-to-hearing Students 
Mathematics Concepts*!-) 
Word Study*!-) 
Fingerspelling 
Hearing Students-to-student 
Student-to-hearing Students 
Word Study*!-) 
Mathematics 
Computations*! -) 
Vocabulary*!-) 
Mathematics Concepts**!-) 
Vocabulary**!-) 
Word Study*!-) 
Mathematics Concepts***!-) 
Gestures 
Hearing Students-to-student 
Student-to-hearing Student 
Word Study’*!-) 
Wri ting 
Hearing Students-to-student 
Student-to-hearing Student 
Word Study*!-) 
’Significant at .05 level. 
“Significant at .005 level. 
‘“Significant at .001 level. 
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Concepts. Of the four correlations involving these tests, the 
strongest involved the Mathematics Concepts subtest, which was 
moderate and positive. The magnitude and direction of the correlation 
indicate a tendency for speech without cues to be used more frequently 
by students with higher mathematics conceptual skills than it was by 
students with lower conceptual skills. 
The correlations involving the three remaining achievement tests 
that were significantly related to the students use of speech without 
cues in this interaction were low and positive. It suggested slight 
tendencies for the use of this communication style to be greater among 
(1) students with higher vocabulary usage rather than lower vocabulary 
usage, (2) among students with greater word study comprehension rather 
than less word study comprehension, and (3) among students with higher 
mathematics computational skills rather than lower computational 
skills. 
Speech Without Voice 
Hearing Student-to-student Interaction: With, regard to the 
hearing students' use of speech without voice, Table 4.3.24b shows 
there were no achievement tests which correlated significantly with 
the use of this communication style when interacting with the student. 
Student-to-hearing Student Interaction: The data in Table 
4.3.24b show one achievement subtest which correlated significantly 
with the students' use of speech without voice when Interacting with 
hearing students. The moderate, negative correlation for the 
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Mathematics concepts subtest suggested a tendency for speech without 
voice to be used more frequently by students with lower conceptual 
skills than it was by students with higher conceptual skills when 
interacting with hearing students. 
Manual Signs 
Hearing Student-to-student Interaction: When the data 
concerning the hearing students' use of manual signs is considered, we 
see from Table 4.3.24b that one achievement test correlated 
significantly with the hearing students' use of this communication 
style. The moderate, negative correlation involving the Word Study 
subtest indicate some tendency for hearing students to use manual 
signs more frequently with students having lower word study 
comprehension than with students having higher word study 
comprehension. 
Student-to-hearing Student Interaction: Considering the 
students' use of manual signs, the information in Table 4.3.24b 
indicate no achievement tests which correlated significantly with the 
students' use of this communication style when interacting with 
hearing students. 
Finqerspel1ing 
Hearing Students-to-student: Examining the correlations that 
involve the hearing students use of fingerspelling, Table 4.3.24b 
shows three achievement subtests which correlated significantly with 
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the use of this communication style. These three subtests were: 
Vocabulary, Word Study, and Mathematics Concepts. The correlations 
involving the Vocabulary and Mathematics Concepts subtests were 
negative and moderate suggesting a clear tendency for hearing 
students to use fingerspelling more frequently (1) among students with 
lower vocabulary levels than among students with higher vocabulary 
levels, and (2) among students with lower conceptual abilities than 
among students with higher conceptual abilities. 
The correlation for the Word Study subtest was also negative. 
Its low relation suggested a slight tendency for hearing students to 
use this communication style more frequently among students with lower 
word study levels than among students with higher word study levels. 
Student-to-hearing Students Interaction: The students' usage of 
fingerspelling when interacting with hearing students was 
significantly related to the students' scores on four achievement 
subtests. As seen in Table 4.3.24b the four sub tests were: 
Vocabulary, Word Study, Mathematics Concepts and Mathematics 
Computation. Correlations involving the Vocabulary, Mathematics 
Concepts and Word Study subtests were negative and moderate. This 
indicated a tendency for fingerspelling to be used more frequently by 
(1) students with lower rather than higher vocabulary skills, (2) 
students with lower rather than higher conceptual skills in 
mathematics, and (3) students with lower rather than higher word 
comprehension. 
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The negative, low correlation involving the Mathematics 
Computation subtest indicate a slight tendency for students with 
lower computational skills to use fingerspelling more frequently in 
their interactions with hearing students. 
Gestures 
Hearing Students-to-student Interaction: When the hearing 
students' use of gestures is considered, one achievement test 
correlated significantly with this communication style use. The 
correlation involved the Word Study subtest which was negative and 
moderate. This suggested that hearing students tended to use gestures 
more frequently with students having lower rather than higher word 
comprehension skills. 
Student-to-hearing Students Interaction: With respect to the 
students' use of gestures when interacting with hearing students, the 
data in Table 4.3.24b show no achievement test scores were 
significantly related to the students' use of this communication 
style. 
Wri ti ng 
Hearing Students-to-student Interaction: We see from Table 
4.3.24b that the frequency of the hearing students' usage of writing 
was significantly correlated with the students score on the Word 
Study subtest. This correlation was negative and moderate, suggesting 
that hearing students used writing more frequently among students with 
lower rather than higher word comprehension skills. 
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Student-to-hearing Students Interaction: There were no 
achievement subtests significantly related to the students' use of 
writing when interacting with hearing students. 
Interactions Between Hearing Persons and the Student 
Cued Speech 
Hearing Persons-to-student Interaction: As shown in Table 
4.3.24c, no achievement subtests correlated significantly with either 
the hearing persons or the students' use of this communication style 
when interacting with each other. 
Speech Without Cues 
Hearing Persons-to-student Interaction: The data in Table 
4.3.24c indicate one achievement test was found to be significantly 
related to the frequency of the hearing persons' use of speech without 
cues when interacting with the students. The correlation involved the 
Word Study subtest which was moderate and positive. This correlation 
suggested a clear tendency for hearing persons to use speech without 
cues more frequently among students with higher rather than lower word 
comprehension skills. 
Student-to-heari ng Persons Interaction: Study of Table 4.3.24c 
also indicate the same achievement test noted above to be 
significantly related to the students' use of speech without cues when 
interacting with hearing people. The moderate, positive correlation 
suggest a tendency for speech without cues to be used more frequently 
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by students with higher rather than lower word comprehension skills 
when interacting with hearing people. 
Speech Without Voice 
Hearing Persons-to-student Interaction: With respect to the 
frequency of the hearing persons' usage of speech without voice, the 
data in Table 4.3.24c show that the Reading Comprehension subtest 
correlated significantly with the use of this communication style. 
The correlation involving this subtest was moderate and negative, 
suggesting a tendency for hearing persons to use speech without voice 
more frequently with students having lower rather than higher 
comprehension abilities. 
Student-to-heari ng Persons Interaction: The students' use of 
speech without voice in their interactions with hearing people was not 
found significantly related to any of the achievement subtests. 
Manual Signs 
Hearing Persons-to-student Interaction: We see from Table 
4.3.24c that one achievement test, the Word Study subtest, correlated 
significantly with the frequency of the hearing persons' usage of 
manual signs when interacting with the students. The moderate, 
negative correlation indicate a tendency for hearing persons to use 
manual signs more frequently in their interactions with students 
having lower word study abilities than they do with students having 
higher word study abilities. 
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Student-to-hearing Persons Interaction: A pattern similar to 
that noted above is shown in the frequency of the students' use of 
manual signs when interacting with hearing people. The low, negative 
correlation involving the Word Study subtest suggest a tendency for 
students with lower word study abilities to use manual signs more 
frequently than students with higher word study abilities in this 
interacti on. 
Fingerspel1inq 
Hearing Persons-to-student Interaction: The information in 
Table 4.3.24c show that there were no achievement subtests which 
correlated significantly with the frequency of the hearing persons' 
use of fingerspel!ing when interacting with the students. 
Student-to-hearing Persons Interaction: Examination of the 
information in Table 4.3.24c indicate the Vocabulary and Word Study 
subtests were significantly related to the students' use of 
fingerspelling in their interactions with hearing persons. The low, 
negative relation involving the Word Study subtest suggest a slight 
tendency for students with lower word study abilities to use 
fingerspelling more frequently in these interactions than did students 
with higher word study abilities. The very low, positive relation 
involving the Vocabulary subtest indicate a slight tendency for 
fingerspelling to be used more frequently by students with higher 
vocabulary skills than by students with lower vocabulary skills in 
their interactions with hearing persons. 
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Gestures 
Hearing Persons-to-student Interaction: Regarding the hearing 
persons' use of gestures when interacting with the student, we see 
from Table 4.3.24c that the scores on the Word Study and the 
Mathematics Computation subtests were significantly related to the 
frequency of usage for this communication style. The correlation 
\ 
involving the Word Study subtest was moderate and negative this 
indicated a tendency for hearing persons to use gestures more 
frequently with students having lower word study skills than they did 
with students having higher word study skills. The very low, negative 
correlation involving the Mathematics Computation subtest suggest a 
slight tendency for hearing persons to use gestures more frequently 
with students having lower computational skills than they did with 
students having higher computational skills. 
Student-to-hearing Persons Interaction: There were no 
achievement test scores which correlated significantly with the 
frequency of the students' usage of gestures when interacting with 
hearing persons. 
Wri ti ng 
Hearing Persons-to-student Interaction: Examining the use of 
writing, the data in Table 4.3.24c show that there were no achievement 
scores which correlated significantly with the frequency of the 
hearing persons' usage of this communication style. 
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Student-to-hearing Persons Interaction: One achievement test 
was found to be significantly related to the students' frequent use of 
writing when interacting with hearing persons. Table 4.3.24c 
indicates that the Vocabulary subtest, which was very low and 
positive, was significantly related to the students' use of writing. 
This relationship suggests a slight tendency for students with higher 
vocabulary skills to use writing more frequently in their interaction 
with hearing people interaction than did students with lower 
vocabulary skills. 
Hypothesis 9a. This hypothesis stated that there will be no 
significant difference between the mean scores of deaf 
females and deaf males on the Meadow/Kendall Self-Interest 
Inventory (SII). 
The results of testing this hypothesis are shown in Table 
4.3.25. As shown in the table, the t-test comparison of males' and 
females' scores on the SII showed no significant difference in the 
levels of their self-image as measured by the SII. Thus, Hypothesis 
9a cannot be rejected. 
Hypothesis 9b. This hypothesis stated that there will be no 
significant difference between the mean scores of deaf 
females and deaf males on Divisions III (Social) and IV 
(Emotional) of the Heggerty-01son-Wickman Behavior Rating 
Schedule (HOW). 
The results of testing this hypothesis are given in Table 
4.3.25. As shown in the table, there were no significant differences 
Table 4.3.25 
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T-test Results of Comparing Deaf Females' and Males' Performance 
on the SII, HOW, and SEAI 
Measure/Sex Mean S.D. t. df P 
SII: Self-Interest Inventory 
Female 
Male 
215.47 
213.45 
15.96 
18.69 -.64 120 .524 
HOW III (Social) 
Female 
Male 
22.63 
23.79 
5.32 
6.33 1.09 120 .278 
HOW IV (Emotional) 
Female 20.52 6.28 1.19 120 .235 Mai e 22.03 7.65 
SEAI (Social Adjustment) 
Female 3.12 .40 
-2.53 120 .013* 
Male 2.91 .51 
SEAI (Self-image) 
Female 3.13 .36 
-.79 120 .429 
Male 3.08 .40 
SEAI (Emotional Adjustment) 
Female 3.41 .45 
-2.42 120 .017* 
Male 3.21 .46 
NOTE: N of males =62; N of females = 60. 
DF Sig. Hotel 1ings - T-squared T**2 F 
14.11 2.25 6/115 .04* 
*Statistically significant at the .05 level or less. 
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between deaf females' and deaf males' performance scores on the Social 
scale of the HOW and on the Emotional scale of the HOW. Thus 
Hypothesis 9b cannot be rejected. 
Hypothesis 9c. This hypothesis stated that there will be no 
significant difference between the mean scores of deaf 
females and deaf males on the Meadow/Kendall Social-Emotional 
Adjustment Inventory (SEAI). 
Table 4.3.25 provides the results of testing this hypothesis. 
As is shown in the table, males and females did not differ 
significantly in their performance on the Self-Image scale of the 
SEAI. However, they did differ significantly in their performance on 
the Social Adjustment and Emotional Adjustment scales of the SEAI. On 
both of these scales, deaf females had mean scores that were higher 
than those of deaf males. Thus Hypothesis 9c can be rejected. 
Hypothesis 10a. This hypothesis stated that there will be no 
significant correlation between students' scores on the 
measures of self-concept (HOW, S11 , SEAI) and the 
communication styles used in the parent-to-student 
interactions and the student-to-parent interactions. 
The results of testing Hypothesis 10a are given in Tables 
4.3.26a and 4.3.26b. As shown by the tables, significant correlations 
were found between the measure of self-concept used in this study and 
the communication styles used in the parents' and students' 
interactions with each other. These findings lead to a rejection of 
Hypothesis 10a. 
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The significant correlations obtained for each communication 
style are shown in Table 4.3.26a and 4.3.26b and are described in the 
paragraphs that follow. The significant relations are summarized in 
Table 4.3.26c. 
Cued Speech 
Parent-to-student Interaction: With regard to the parents' use 
of cued speech, the data in Table 4.3.26a indicate that the Emotional 
Adjustment measure from the SEAI was significantly correlated with the 
parents use of this communication style. The correlation was very 
low and negative, indicating that cued speech was used more frequently 
by parents of students having lower emotional adjustment than it was 
by parents of students having higher emotional adjustment scores. 
Student-to-parent Interaction: Two measures of self-concept 
were found to be significantly related to the students' use of cued 
speech. As shown in Table 4.3.26b, these measures were: the 
Self-Image measure from the SEAI and the Emotional Adjustment measure 
of the SEAI. 
The correlation involving the Self-Image measure from the SEAI 
was low and negative, suggesting that students with lower self-image 
scores tended to use cued speech slightly more frequently than did 
students with higher self-image scores. The very low, negative 
relation involving the Emotional Adjustment measure suggests a slight 
tendency for cued speech to be used more frequently by students with 
poorer emotional adjustment scores than it was by students with higher 
emotional adjustment scores for this interaction. 
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Speech Without Cues 
Parent-to-student Interaction: When the parents' use of speech 
without cues is examined, the data in Table 4.3.26a indicate that one 
self-concept measure correlated significantly with their use of this 
communication style. The very low but positive relation involving the 
Emotional Adjustment measure from the SEAI suggested that parents of 
students having higher emotional adjustment scores tended to use 
speech without cues slightly more frequently than did the parents of 
students having lower emotional adjustment scores. 
Student-to-parent Interaction: With regard to the self-concept 
measures examined for their relation to the students' usage of speech 
without cues, Table 4.3.26b indicates that the Meadow/Kendall Self- 
Interest Inventory (SI I) significantly correlated with the students' 
usage of this communication style. This correlation was very low and 
positive. It indicated a slight tendency for speech without cues to 
be used more frequently by students with higher self-image scores than 
it was by students with lower self-image scores when interacting with 
their parents. 
Speech Without Voice 
Parent-to-student Interaction: Turning to a consideration of 
the parents' usage of speech without voice, we see from Tables 4.3.26a 
and 4.3.26c that there were no self-concept measures which correlated 
significantly with the parents' usage of this style. 
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Student-to-parent Interaction: Examining the correlations 
between the self-concept measures and the students' use of speech 
without voice. Table 4.3.26b indicates that the Social Adjustment 
measure from the SEAI correlated significantly with the students' 
usage of this communication style. The very low, negative relation 
between the Social Adjustment scores and the students' use of this 
communication style suggests that students with poorer social 
adjustment showed a slight tendency to use speech without voice more 
frequently than did students with better social adjustment in this 
interaction. 
Manual Signs 
Parent-to-student Interaction: With regard to the correlations 
involving the self-concept measures and the parents' use of manual 
signs, Table 4.3.26a shows that the Social Adjustment measure from the 
SEAI correlated significantly with the parents' use of this 
communication style. The correlation involving this measure was very 
low and negative. This suggests a tendency for students whose parents 
used manual signs more frequently had lower social adjustment scores 
than did students whose parents used manual signs less frequently. 
Student-to-teacher Interaction: When the students' use of 
manual signs is considered, the data in Table 4.3.26b indicate that 
both the HOW III—Social scale and the Social Adjustment measure from 
the SEAI correlated significantly with the students' use of this 
communication style when interacting with their parents. The 
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positive, very low relation involving the HOW Ill-Social scale 
indicated a slight tendency for students who used manual signs more 
frequently to have lower scores on the HOW Ill-Social scale than were 
students who had higher HOW scores. Similarly, the low, negative 
correlation involving the Social Adjustment suggested some tendency 
for the students who used manual signs more frequently to have poorer 
social adjustment scores than did students who used manual signs less 
frequently. 
Fingerspel1inq 
Parent-to-student Interaction: Study of Table 4.3.26a indicates 
there were two self-concept measures significantly related to the 
parents' use of fingerspelling. These measures were the Self-Image 
measure and the Social Adjustment measure from the SEAI. Of the two 
measures, the strongest relation involved the Social Adjustment 
portion of the SEAI. This was low and negative, which suggested some 
tendency for students whose parents used fingerspelling more 
frequently to have lower Social Adjustment scores than did students 
whose parents used fingerspelling less frequently. The low, negative 
correlation involving the Self-Image measure from the SEAI indicate a 
slight tendency for the usage of fingerspelling to be greater among 
the parents of students with lower self-image scores than it was for 
students with higher self-image scores. 
Student-to-parent Interaction: With respect to the students' 
use of fingerspelling. Table 4.3.26b indicate no significant relation 
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between this variable and the students' scores on the self-concept 
measures. 
Gestures and Writing 
Parent-to-student Interaction and Student-to-parent Interaction: 
We see from Tables 4.3.26a and 4.3.26b that no self-concept measures 
correlated significantly with either the parents' or the students' use 
of gestures or writing when interacting with each other. 
Hypothesis 10b. This hypothesis stated that there will be no 
si gniflcant correlation between students' scores on the 
measure of self-concept (HOW, SII, SEAI) and the 
communication styles used in the teacher-to-student 
interactions and the student-to-teacher interactions. 
The results of Hypothesis 10b are presented in Tales 4.3.26d and 
4.3.26e. Significant correlations were found between the measures of 
self-concept used in this study and the usage of cormunication styles 
in the teachers' and students' interactions with each other. These 
findings permit a rejection of Hypothesis 10b. 
The significant correlations obtained for each communication 
style presented in Tables 4.3.26d and 4.3.26e are described in the 
following paragraphs. The significant relations are summarized in 
Table 4.3.26f. 
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Table 4.3.26f 
Summary of Significant Relati 
Communication Styles Used in ons Between Students' Self-Concept Measures and the 
the Teacher-to-student and Student-to-teacher Interactions 
Communication Style 
and 
Communication Interaction 
Correlation Level 
Very low Low 
£<119! !_^.20! -! ♦ .29; Moderate !*.30'-i*.50! 
Cued Speech 
Teacher-to-student 
Student-to-teacher 
Speech Without Cues 
Teacher-to-student 
Student-to-teacher 
Speech Without Voice 
Teacher-to-student 
Student-to-teacner 
Manual Signs 
Teacner-to-student 
Student-to-teacner 
Fingerspel1ing 
Teacner-to-student 
Student-to-teacher 
Gestures 
Teacher-to-student 
Student-to-teacher 
Writing 
Teacher-to-student 
Student-to-teacher 
SEAI: Social Adj.** 
SEAI: Emotional Adj.* 
HOW III; Social*!-) 
HOW IV: Emotional*!-) 
SEAI: Emotional Adj .*(-) 
HOW: Emotional** 
SEAI: Social Adj.*(-) 
SEAI: Social Adj .*(-) 
SEAI: Social Adj.*(-) 
HOW: Emotional* 
SEAI: Social Adj.II(-) 
SEAI: Emotinal Adj.***(-) 
SEAI: Self-Image*!-) 
SEAI: Emotional Adj . ** (-) 
SEAI: Self-Image*** 
SEAI: Social Adj.** 
SEAI: Self-Image** 
SEAI: Self-Image**!-) 
SEAI: Emotional Adj.***(-) 
SEAI: Emotional Adj.**!-) 
SEAI; Self-Image**!-) 
SEAI: Social Adj.**!-) 
’Significant at .05 level. 
••Significant at .001 level. 
***Sigmficant at .005 level. 
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Cued Speech 
T_eacher-to~student Interaction and Student-to-teacher 
Interaction: We see from Tables 4.3.26d and 4.3.26e that there were 
no self-concept measures correlated significantly with either the 
teachers' or the students' use of cued speech when interacting with 
each other. 
Speech Without Cues 
Teacher-to-student Interaction: Examining the correlations in 
Table 4.3.26d, the teachers' usage of speech without cues were 
significantly related to the students' scores on three of the measures 
of self-concept. These three measures included: the Social 
Adjustment measure, the Emotional Adjustment measure, and the 
Self-Image measure, all from the SEAI. 
Of these three scores, the strongest relation involved the Self- 
image measure. The correlation involving this measure was low and 
positive. This suggests a slight tendency for students to have higher 
SEAI Self-Image scores when speech without cues was used more 
frequently by their teachers. Similar, albeit weaker, relations were 
observed between teachers' use of speech without cues and both the 
SEAI-Social and SEAI-Emoti onal Adjustment scales. The very low and 
positive correlations involving these two variables indicate some 
tendency for students to have higher SEAI-Social Adjustment and higher 
SEAI-Emotional Adjustment scores when speech without cues was used 
more frequently by their teachers. 
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Student-to-teacher Interaction: Study of Table 4.3.26e 
indicates that four of the measures of self-concept were found to be 
significantly related to the students' use of speech without cues. 
These measures were: the HOW Ill-Social, the HOW IV-Emotional, the 
SEAI—Social Adjustment and the SEAI—Self-Image. 
Of the four corre 1ations, the strongest involved the 
SEAI --Social Adjustment and the SEAI—Sel f-Image, which were low and 
positive. These correlations suggest that students with higher Social 
Adjustment and Self-Image scores on the SEAI tended to use speech 
without cues more frequently than did students with lower scores on 
these measures. 
The two correlations pertaining to the HOW III—Social and the 
HOW IV — Emoti onal were very low and negative. They suggest that the 
students who used speech without cues more frequently showed a slight 
tendency toward lower scores (fewer problems) on both the HOW 
III — Socia 1 and the HOW IV—Emotional than did students who used this 
communication style less frequently in their interactions with their 
parents. 
Speech Without Voice 
Teacher-to-student Interaction: Table 4.3.26d indicate one 
self-concept measure was significantly related to the teachers' use of 
speech without voice. This correlation involved the SEAI—Emotional 
Adjustment Scale, which was very low and negative. This correlation 
suggests a slight tendency for students to have lower Emotional 
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Adjustment scores on the SEAI when speech without voice was used more 
frequently by their teachers. 
Student-to-teacher Interaction: When the students' use of 
speech without voice is considered, we can see in Table 4.3.26e that 
the students score on the measures of self-concept were not found to 
be significantly related to the students' use of this communication 
style. 
Manual Signs 
Teacher-to-student Interaction: With regard to the teachers' 
use of manual signs, Table 4.3.2 6 d show two self-concept measures: 
the HOW IV--Emotional and the SEAI--Social Adjustment scale to be 
significantly related to the teachers' use of manual signs. Of the 
two measures, the strongest relation involved the HOW IV—Emotional, 
which was very low and positive. This correlation suggests a slight 
tendency for students to have higher emotional adjustment scores on 
the HOW IV when manual signs are used more frequently by their 
teachers. The low, negative correlation involving the SEAI—Social 
Adjustment scale implies a tendency for students to be less socially 
adjusted by their lower score on the SEAI when manual signs were used 
more frequently by their teachers. 
Student-to-teacher Interaction: Table 4.3.26e indicate no 
measures of self-concept correlated significantly with the students 
use of manual signs in their interactions with their teachers. 
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Fingerspel1inq 
Teacher-to-student Interaction: When the teachers' use of 
fingerspelling is examined, we see from Table 4.3.26d that three 
measures of self-concept were found to be significantly related to the 
teachers' use of this communication style. These measures were: the 
SEAI--Social Adjustment scale, the SEAI--Sel f-Image scale, and the 
SEAI--Emotional Adjustment scale. The low, negative correlations 
involving the SEAI--Self-Image scale and Emotional Adjustment scale 
measures, along with the very low, negative correlation involving the 
SEAI--Social Adjustment scale measure suggest some tendency for 
students to have lower social, emotional, and self-image scores v/hen 
fingerspelling is used more frequently by their teachers. 
Student-to-teacher Interaction: Study of Table 4.3.26e 
indicates that two self-concept measures: the SEAI—Social Adjustment 
scale and the SEA I--Emotiona1 Adjustment scale correlated 
significantly with the students' use of fingerspelling when 
interacting with their teachers. The correlation involving the SEAI — 
Emo t i onal Adjustment measure was low and negative, suggesting some 
tendency for students who used fingerspelling more frequently in this 
interaction to have lower emotional adjustment scores on the SEAI. 
Likewise, the very low, negative correlation involving the 
SEAI--Social Adjustment measure indicated a slight tendency for 
students who used fingerspelling more frequently to have lower social 
adjustment scores than students who used fingerspelling less 
frequently. 
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Gestures 
Teacher-to-student Interaction: Looking first at Table 4.3.26d, 
we see that four of the measures of self-concept were significantly 
correlated with the teachers' use of gestures when interacting with 
the students. The four measures included: the HOW IV—Emotional, the 
SEAI- -Social Adjustment scale, the SEAI--Self-Image scale, and the 
SEAI--Emotional Adjustment scale. 
The relation which involved the SEAI—Sel f-Image scale was low 
and negative, indicating a tendency for students to have slightly 
lower self-image scores on the SEAI when gestures were used more 
frequently by their teachers. A similar tendency is shown by the 
correlations involving the SEAI—Social Adjustment scale and Emotional 
Adjustment scale, which were very low and negative. This relation 
suggested a slight tendency for lower social and emotional adjustment 
scores on the SEAI when gestures were used more frequently by the 
teachers. Finally, the very low, positive correlation involving the 
HOW IV--Emoti onal indicates a slight tendency for students to have 
more emotional adjustment problems and higher scores on this measure 
when their teachers used gestures more frequently. 
Student-to-teacher Interaction: Considering the students' use 
of gestures, Table 4.3.26e show the three measures of the SEAI that 
correlated significantly with the students' use of this communication 
style. The correlation involving the SEAI—Social Adjustment scale 
was low and negative, while the SEAI--Self-Image scale and 
SEAI--Emoti onal Adjustment scale were very low and negative. These 
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relations suggest some tendency for students who used gestures more 
frequently in this interaction to have a lower self-image and somewhat 
more social-emotional adjustment problems than their counterparts who 
used gestures less frequently. 
Writing 
Teacher-to-student Interaction and Student-to-teacher 
Interaction: Examination of Tables 4.3.26d and 4.3.26e show no 
self-concept measures that correlated significantly with either the 
teachers' or the students' use of this communication style with each 
other. 
Supplemental Data to Hypotheses 10a and 10b. Under the 
assumption that the students' scores on the sel f-concept measures 
might also be influenced by the interactions with people other than 
their parents and teachers with whom they come in contact, further 
analyses were conducted. The analyses considered the communication 
styles used in the interactions with (1) other deaf students, (2) 
family members, (3) hearing students, and (4) hearing people outside 
the family. 
These analyses were similar to those described elsewhere in the 
text, entailing correlational studies of the relation between the 
students' scores on six self-concept measures used in this study and 
the communication styles used in the various interactions. The 
results of these analyses are discussed below and summarized in Tables 
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4.3.27a to 4.3.27d. The data on which these summaries were based are 
gi ven i n Appendix 0 . 
Interactions Between the Students and Other Deaf Students 
Cued Speech 
Otner Deaf Students-to-student Interactions. As shown in Table 
4.3.27a, one of the measures of self-concept used in this study was 
found to be significantly related to the usage of cued speech by other 
deaf students in their interactions with the students. The 
correlation for the HOW III—Social scale was low and positive. This 
suggested a slight tendency for students to have lower HOW III --Social 
scores when cues speech was used more frequently by other deaf 
students. 
Student-to-other Deaf Student Interaction: With regard to the 
students' use of cued speech. Table 4.3.27a show a very low, positive 
relations between the students' usage of this style and their score on 
the SEAI--Social Adjustment scale. This appears to indicate that the 
students who tended to use cued speech more frequently showed slightly 
higher SEAI--Social Adjustment scores. 
Speech Without Cues 
Other Deaf Students-to-student Interaction: The data in Table 
4.3.27a indicate two of the self-concept measures, the HOW III—Social 
and the HOW IV--Emotional , were significantly related to the other 
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Table 4.3.27a 
^lati0ns Belween Students' Self-Conceot 
Styles Used in the Deaf Student-to-student and Student-to-deaf Measures and the Communication Student Interactions 
Communication Style 
and 
Co.munication Interaction 
Cued Speech 
Deaf Students-to-student 
Student-to-deaf Students 
Speech Without Cues 
Deaf Students-to-student 
Student-to-deaf Students 
Speech Without Voice 
Deaf Students-to-student 
Student-to-deaf Students 
Very low 
<1+191 
HOW 111*(-> 
SEAI: Social Adj.* 
HOW III*(-) 
HOW IV *(- 1 
how m**(-) 
HOW IV***(-) 
SEA!: Social Adj.* 
SEAI: Self-Image* 
HOW III* 
HOW IV* 
SI I*(-) 
HOW III*** 
HOW IV* 
SEAI: Social Adj.**(-) 
SEAI: Self-image’*!-) 
Correl .it! on leve' 
Lew 
!_♦. 201-1+ .291 Moderate 1+.30I-1+.501 
Manual Signs 
Deaf Students-to-student 
Student-to-deaf Students 
Gestures 
Deaf Students-to-student 
Student-to-deaf Students 
SEAI: Social Adj.**** 
SI I* 
SEAI: Emotional Adj.*' 
{-) SEAI: Emotional Adj.*' 
SEA! : Social Adj.* 
SEAI : Self-lmage’(-) 
HOW III* SEAI: Social Adj.+M- 
HOW IV* SEAI: Self-lnage***(- 
SEAI : Emotional Adj .*(-) 
HOW II* SEAI: Social Adj.**(- 
HOW IV* SEAI: Self-Image***!- 
SEAI : Emotional Adj.*(-) 
Wri ti ng 
Deaf Students-to-student 
Student-to-deaf Students 
•Significant at .05 level. 
**Signi f icant at .01 level. 
***Significant at .005 level. 
****Significant at .001 level. 
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deaf students' usage of speech without cues. The very low, negative 
relation involving both tests suggests a slight tendency for other 
deaf students to use speech without cues more frequently with students 
who showed fewer social and emotional problems, as shown by lower HOW 
III— Social and HOW IV--Emotional scores. 
Student-to-other Deaf Student Interactions: Considering the 
students' use of speech without cues, four of the six self-concept 
measures were found to be significantly related to the students' use 
of this communication style when interacting with other deaf students. 
The measures were: the HOW Ill-Social, the HOW IV--Emotional, the 
SEAI--Social Adjustment, and the SEAI--Self-Image. 
The correlations involving the HOW III —Social and the HOW 
IV- -Emotional were very low and negative, suggesting some tendency for 
the students who used speech without cues more frequently to have 
lower social and emotional scores on these measures. Likewise, the 
very low, positive correlations for the SEAI--Social Adjustment and 
the SEAI--Sel f-Image scores indicate some tendency for students who 
used speech without cues more frequently to have higher scores on 
these measures. Also, the test scores suggest that these students 
were better adjusted socially and had higher regard for self than 
students scoring lower on these measures. 
Speech Without Voice 
Other Deaf Students-to-student Interaction: As shown in Table 
4.3.27a, the HOW III —Socia1 , the HOW IV--Emotional and the SII 
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measures were found to be significantly related to the other deaf 
students use of speech without voice. The quite low, positive 
relation involving Divisions III and IV of the HOW implies some 
tendency for other deaf students to use this communication style more 
frequently with students having higher HOW III and IV scores than they 
did with students having lower HOW scores. The low, negative relation 
involving the SII suggests that other deaf students showed some 
tendency to use this communication style with students who had lower 
SII scores or who had a lower self-concept. 
Student-to-other Deaf Students Interaction: Examining the 
correlations that involve the students' use of speech without voice, 
we see in Table 4.3.27a that four of the measures of self-concept 
correlated significantly with the students' use of this communication 
style. The four measures included: the HOW III— Social , the HOW 
IV--Emotional, the SEAI--Social Adjustment, and the SEAI—Self-Image. 
All four correlations were very low. The positive relation involving 
both of the HOW scales suggest some tendency for the students' wno 
used speech without voice more frequently to be less adjusted socially 
and emotionally on this scale. The negative relation involving both 
of the SEAI measures suggest some tendency for the students who used 
speech without voice more frequently to show more social adjustment 
problems, as well as self-images on these measures. 
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Manual Signs 
Other Deaf Students-to-student Interaction: Regarding the other 
deaf students use of manual signs when interacting with the students, 
the data in Table 4.3.27a indicate that the HOW IV—Emotional and the 
SEAI--Social Adjustment measures were found to be significantly 
related to the use of this communication style. The very low, 
positive relation involving the HOW IV measure and the very low, 
negative relation involving the SEAI—Social Adjustment measure 
suggest some tendency for other deaf students to use manual signs more 
frequently when interacting (1) with students having somewhat lower 
emotional adjustment scores, and (2) with students having lower social 
adjustment scores as indicated by these measures. 
Student-to-other Deaf Students Interaction: The same measures 
noted above were found to be significantly related to the students' 
use of manual signs when interacting with other deaf students. Again, 
the relations were similar, suggesting that the students who used 
manual signs more frequently appeared to have slightly lower emotional 
adjustment and social adjustment scores on these measures. 
Fingerspel1ing 
Other Deaf Students-to-student Interaction: Turning to the 
other deaf students use of fingerspelling. Table 4.3.27a show two 
self-concept measures correlated significantly with the other deaf 
students use of this communication style. The measures were: the 
SEAI--Social Adjustment and the SEAI--Emotional Adjustment. The low. 
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positive correlation involving the SEAI-Social Adjustment and the 
low, negative correlation involving the SEAI~Emotional Adjustment 
suggested some tendency for other deaf students to use fingerspelling 
more frequently with (1) students who were more adjusted socially, and 
(2) with students who were less adjusted emotionally. 
Student-to-other Deaf Students Interaction: When the students' 
use of f i ngerspel ling is examined, Table 4.3.27a indicates that four 
self-concept measures were significantly related to the students' use 
of this communication style in their interactions with other deaf 
students. The measures were: the SI I, the SEAI — Social Adjustment, 
SEA I Self-Image, and SEAI--Emoti onal Adjustment. Of the four, the 
correlations involving these measures, the strongest correlation 
involved the SEAI--Emoti onal Adjustment measure. The level was low 
and negative, suggesting that fingerspelling tended to be used 
somewhat more frequently by students with potentially more behavioral 
problems who scored lower on this measure. 
The very low, negative relations involving the SII and the 
SEAI “-Sel f-Image suggest some tendency for students using this 
communication style more frequently to have lower self-concept scores 
on both measures. Finally, the very low, positive relation involving 
the SEAI--Social Adjustment measure suggests a slight tendency for the 
students who scored higher on this measure were better adjusted 
socially and used fingerspelling more frequently in their interaction 
with other deaf students. 
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Gestures 
OUier Deaf Students-to-student Interaction: Examination of the 
correlations which involve the other deaf students use of gestures. 
Table 4.3.27a indicate five of the six measures of self-concept were 
were significantly related to the other deaf students use of this 
communication style. These five measures included: the HOW 
III--Social, the HOW IY-Emotlonal, the SEAI-Social Adjustment, the 
SEAI Self-Image, and the SEAI--Emotional Adjustment. 
The SEAI--Social Adjustment and the SEAI--Sel f-Image 
correlations were low and negative, indicating some tendency for the 
other deaf students to use gestures more frequently with students who 
were less socially adjusted and who also had lower self-perceptions 
than they did with students who scored higher on these measures. The 
very low, negative correlation involving the SEAI--Emotional 
Adjustment also suggested a slight tendency for these students to have 
more behavioral problems than students with whom other deaf students 
used gestures less frequently. 
The very low, positive correlation involving the HOW III and IV 
scales which were also significant, suggest some tendency for other 
deaf students to use gestures more frequently with students having 
more problems, indicated by higher social and emotional scores on 
these measures. 
Student-to-other Deaf Students Interaction: The students' use 
of gestures when interacting with other deaf students showed similar 
tendencies to those mentioned above. Again, the same five 
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self-concept measures noted above showed similar correlational 
significance and tendencies mentioned previously. Namely, those 
students who used gestures more frequently in their interactions with 
other deaf students showed a slight tendency toward more social and 
emotional adjustment problems and lower self-perceptions than the 
students' who used gestures less frequently. 
Wri ti ng 
Other Deaf Students-to-student Interaction and Student-to-other 
Deaf Student Interaction: As shown in Table 4.3.27a, there were no 
self-concept measures which correlated significantly with either the 
other deaf students' or the students' use of writing when interacting 
with each other. 
Interactions Between Family Members and the Student 
Cued Speech 
Family Members-to-student Interaction and Student-to-family 
Member Interaction: The information in Table 4.3.27b indicated there 
were no measures of self-concept used in this study which correlated 
significantly with either family members' or the students' use of cued 
speech when interacting with each other. 
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Speech Without Cues 
Family Members-to-student Interaction: Regarding the family 
members' use of speech without cues, we see in Table 4.3.27b there 
were no measures of self-concept which correlated significantly with 
the family members' use of speech without cues when interacting with 
the student. 
Student-to-fami 1y Members Interaction: Considering the 
students' use of speech without cues, the data in Table 4.3.27b 
indicate the scores on the SII measure were significantly related to 
the usage of this communication style. The relation involving this 
measure was very low and positive, suggesting a slight tendency for 
students' who used speech without cues more frequently to have higher 
scores on the SII or otherwise higher self-concepts than did students 
who used this communication style less frequently in this interaction. 
Speech Without Voice, Fingerspelling, Gestures, Writing 
Family Members-to-student Interaction and Student-to-family 
Member Interaction: Examination of Table 4.3.27a show no self-concept 
measures which correlated significantly with either the family 
members' or the students' use of these communication styles when 
interacting with each other. 
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Manual Signs 
Family Members-to-student Interaction: Turning to the family 
members' use of manual signs, the data in Table 4.3.27b show no 
self-concept measures which correlated significantly with the family 
members' use of manual signs when interacting with the students. 
S_t_udent-to-f ami 1 y Members Interaction: When the students' use 
of manual signs is examined, it can be seen in Table 4.3.27b that the 
use of this communication style was significantly related to scores on 
the HOW III Social , the SII, and the SEAI--Social Adjustment 
measures. The correlations for these measures were very low. The 
positive relation involving the HOW III—Social suggests a slight 
tendency for the students who used manual signs more frequently in 
this interaction to have higher scores on this measure than students 
who used manual signs less frequently. The negative relations 
involving the remaining measures suggest some tendency for the 
students who used manual signs more frequently to have lower 
self-concepts, as well as more social adjustment problems than their 
counterparts who used manual signs has frequently. 
Interactions Between Hearing Students and the Student 
Cued Speech 
Hearing Students-to-student Interaction: Table 4.3.27c indicate 
two measures of self-concept correlated significantly with the hearing 
students' use of cued speech in their interactions with the students. 
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Table 4.3.27c 
Summary of 
Styles Used Significant Relations Between Students' Self-Concept Measures and the Coimunication 
n the Hearing Students-to-student and Student-to-Hearing Student Interactions 
Communication Style 
and 
Communication Interaction 
Very low 
<1+19! 
Correlation Level 
Low 
:+.20!-i+.29! 
Moderate 
!^.30|-!+.50! 
Cued Speech 
Hearing Students-to-student 
Student-to-hearing Students 
HOW III»(-) 
SEAI: Social Adj.* 
Speech Without Cues 
Hearing Studetns-to-student 
Student-to-hearing Students 
SEAI: Emotional Adj.* 
SEAI: Social Adj.* 
SEAI: Self-Image* 
SEAI: 
SEAI: 
Social Adj.** 
Self-Image* 
Speech Without Voice 
Hearing Students-to-student 
Student-to-hearing Students 
SI!*(-) 
SEAI: Emotional Adj.*(-) 
SEAI: 
SEAI: 
Self-Image* 
Emotional Adj.*!-) 
Manual Signs 
Hearing Students-to-student 
Student-to-neanng Students 
SEAI: Social Adj.* 
HOW III* 
HOW IV* 
SEAI: Self-Image*!-) 
SEAI: Emotional Adj.*(-) 
SEAI: Social Adj.*(-) 
SEAI: Social Adj.****(-) 
Finqerspelling 
Hearing Students-to-student 
Student-to-hearing Students 
SEAI: Social Adj.*(-) 
SEAI: Self-inage SEAI: Social Adj.***(-) SEAI: Emotional Adj.**!-) 
Gestures 
Hearing Students-to-student 
Student-to-hearing Students 
SEAI: Social Adj.*!- 1 
SEAI: Emotional Adj.*(-) 
HOW IV* 
SEAI: Emotional Adj.*(-) 
SEAI: Self-Inage*(-) 
SEAI: Self-Image****!-) 
Wri ti ng 
Hearing Students-to-student 
Student-to-heari ng Students 
Signifi cant at the .05 1evel. 
Signifi cant at the .01 level. 
Signifi cant at the .005 1 evel 
Signifi cant at the .001 level 
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These two measures were: the HOW Ill-Social and the SEAI-Soclal 
Adjustment. The low, negative correlation on the HOW III and the low, 
positive correlation on the SEAI suggest some tendency for hearing 
students to use cued speech more frequently with students who appeared 
to have fewer social problems and were better adjusted socially than 
were students wi th whom hearing students used cued speech less 
frequently. 
Student-to-hearing Students Interaction: The information in 
this table indicate that no measures of self-concept correlated 
significantly with the students' use of cued speech when interacting 
with hearing students. 
Speech Without Cues 
Hearing Students-to-student Interaction: When the data 
concerning the hearing students' use of speech without cues is 
considered, we see by Table 4.3.27c that the three SEAI measures 
correlated significantly with the hearing students' use of this 
communication style. The low, positive relation involving the Social 
Adjustment and Self-Image measures suggested a tendency for hearing 
students to use speech without cues more frequently with students who 
were better adjusted socially and had higher levels of self-concepts. 
The very low, positive correlation involving the Emotional Adjustment 
measure suggests some tendency for the hearing students to use speech 
without cues more frequently with the students scoring higher on this 
measure. 
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Student-to-hearing Students Interaction- Considering the 
students' use of speech without cues, the data in Table 4.3.27c show 
that two measures, the SEAI--Social Adjustment and the 
SEAI-Self-Image, correlated significantly with the students' use of 
this communication style in their interaction with hearing students. 
The very low, positive relation involving these measures indicate a 
tendency for the student who used speech without cues more frequently 
to be more adjusted socially and to have a higher self-image than 
students who used this communication style less frequently. 
Speech Without Voice 
Hearing Students-to-student Interaction: We see from Table 
4.3.27c that the hearing students' usage of speech without voice 
significantly correlated with the students' scores on three measures 
of self-concept. These measures were: the SI I, the SEAI—Sel f-lmage, 
and the SEAI--Emotional Adjustment. 
The correlation involving the SII was low and positive. There 
apperas to be some tendency for hearing students to use speech without 
voice more frequently with students who scored higher on the 
SEAI--Sel f-Image measure indicating a higher self-concept. The 
remaining measures bore a very low, negative relation to the hearing 
students' use of speech without voice in this interaction. This 
suggested a slight tendency for hearing students to use this 
communication style more frequently (1) with students who had lower 
Emotional Adjustment scores or more behavioral problems, and (2) with 
students who had a lower self-image as measured by lower SII scores. 
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Student-to-hearing Students Interaction: With respect to the 
students' use of speech without voice when interacting with hearing 
students. Table 4.3.27c show one self-concept measure correlated 
significantly with the students' use of this communication style. The 
low, negative correlation involving the SEAI--Emotional Adjustment 
measure suggests a tendency for students who use speech without voice 
more frequently to have slightly more behavioral problems than did 
students who used this communication style less frequently. 
Manual Signs 
Hearing Students-to-student Interaction: Considering the 
hearing students' use of manual signs, the scores on SEAI--Social 
Adjustment scale are shown to be significantly related to the hearing 
students' use of this communication style. The very low, positive 
correlation indicate some tendency for hearing students to use manual 
signs more frequently when interacting with students who were better 
adjusted socially. 
Student-to-hearing Students Interaction: Examining the 
correlations which involve the students' use of manual signs, the data 
in Table 4.3.27c indicate five of the six self-concept measures used 
in this study correlated significantly with the use of this 
communication style. These five self-concept measures were: the HOW 
III--Social, the HOW IV—Emotional, the SEAI—Social Adjustment, the 
SEAI —Sel f-Image, and the SEAI—Emotional Adjustment. 
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Of the five correlations involving these measures, the strongest 
involved the SEAI--Social Adjustment measure, which was moderate and 
negative. The direction and magnitude of the correlation suggest that 
the students who used manual signs more frequently in their 
interactions with hearing students were more likely to be less 
socially adjusted than their counterparts who used manual signs less 
frequently. 
The very low, negative correlations involving the 
SE AI - - S e 1 f -1 ma ge and the SEAI-Social Adjustment measures also 
suggested some tendency for those students who used this communication 
style more frequently to have a lower self-image and to be less 
adjusted socially. The very low, positive correlations involving the 
two HOW measures indicate a similar tendency to that noted above. 
Namely, those students who used manual signs more frequently showed a 
slight tendency toward more behavioral and social adjustment problems 
than did students who used sign language less frequently. 
Fingerspel1ing 
Hearing Students-to-student Interaction: The data in Table 
4.3.27c indicate one self-concept measure, the SEAI--Social 
Adjustment, was significantly related to hearing students' use of 
fingerspelling when interacting with the student. The correlation 
involving this measure was very low and negative, suggesting a slight 
tendency for hearing students to use fingerspelling more frequently 
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when interacting with students who were less adjusted socially than 
they did with students who were more adjusted socially. 
Student-tp.hearing Student Interaction: We see from Table 
^.3.27c that three of the self-concept measures were significantly 
related to the students' use of fingerspelling in their interactions 
with hearing students. The three measures involved were: the three 
SEAI scales: Social Adjustment, Self-Image, and Emotional Adjustment. 
The correlation involving the Emotional Adjustment measure was 
moderate and negative indicating a clear tendency for students who 
used fingerspelling more frequently in their interactions with hearing 
students to have more behavioral problems than did the students who 
used this communication style less frequently. The relation involving 
the Social Adjustment measure which was low and negative, suggest some 
tendency for the students who used fingerspelling more frequently to 
have somewhat more social adjustment problems than the students who 
used f i ngerspell i ng less frequently. Finally, the very low, moderate 
relation involving the Self-Image measure indicate that the students 
who used fingerspelling more frequently were likely to have a slightly 
lower self-image than the students who used fingerspelling less 
frequently in their interactions with hearing students. 
Gestures 
Hearing Students-to-student Interaction: The scores on all 
three scales of the SEAI measure were found to be significantly 
related to the hearing students' use of gestures. The data in Table 
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4.3.27c indicate the Self-Image scale bore a low, negative relation to 
the hearing students use of this communication style. This suggests a 
trend for hearing students to use gestures more frequently with 
students having a lower self-image than they did students who scored 
higher on the measure. The very low and negative correlation 
involving the remaining SEAI measures suggest a slight tendency for 
hearing students to use gestures more frequently with students having 
more behavioral and social adjustment problems based on lower scores 
for the two measures. 
Student-to-hearing Students Interaction: The students' use of 
gestures were significantly related to their scores on three of the 
self-concept measures. Table 4.3.27c shows that these measures 
included the HOW III--Social, the SEAI--Self-Image and the 
A 
SEAI--Emoti onal Adjustment. The strongest of the three correlations 
involved the Self-Image measure which was moderate and negative. This 
relation suggested a clear tendency for students who used gestures 
more frequently in their interactions with hearing students, to have 
lower self-image than did students who used gestures less frequently 
in this interaction. The very low, positive correlation involving the 
HOW IV--Emotional and the very low, negative correlation involving the 
SEAI--Emoti onal Adjustment indicate some tendency for students who 
used gestures more frequently to have more behavioral problems than 
their counterparts who used gestures less frequently. 
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Wri ti nq 
Hiring Students-to-student Interaction and Student-to-hearino 
Student Interaction: As shown in Table 4.3.27c, no measures of 
self-concept correlated significantly with either the hearing 
students' or the students' use of writing in their interactions with 
each other. 
Interactions Between Hearing People and the Student 
Cued Speech 
Hearing Person-to-student Interaction: Examining the hearing 
persons' use of cued speech, we see in Table 4.3.27d no measures of 
self-concept correlated significantly with the hearing persons' use of 
cued speech when interacting with the student. 
Student-to-nearing Person Interaction: Considering the 
students' use of this communication style, one measure, the 
SEAI--Sel f-Image was found to be significantly related to the 
students' use of cued speech. The low, negative correlation involving 
this measure indicate some tendency for students who used cued speech 
more frequently in their interactions with hearing people to have a 
lower self-image than did students who used cued speech less 
frequently. 
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$p_eech Without Cues, Manual Signs, Fingerspelling, Gestures 
Hearing Persons-to-student Interaction and Student-to-hearing 
Person Interaction: Table 4.3.27d show no measures of self-concept 
correlated significantly with either the hearing persons' or the 
students use of these communication styles when interacting with each 
other. 
Speech Without Voice 
Hearing Persons-to-student Interaction: With regard to the 
hearing persons use of speech without voice, no self-concept measures 
correlated significantly with the hearing persons' use of this 
communication style when interacting with the student. 
Student-to-hearing Persons Interaction: When the students' use 
of speech without voice is examinee, one measure, the HOW III—Social 
was found to be significantly related to the students' usage of this 
communication style. The correlation was very low and negative, 
suggesting some tendency for students who used speech without voice 
more frequently to have fewer social adjustment problems than did 
students who used this communication style less frequently. 
Wri ti ng 
Hearing Persons-to-student Interaction: Turning to the hearing 
persons' use of writing, the HOW III—Social measure was found to be 
significantly related to the use of writing by hearing persons in 
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their interactions with the students. The very low, negative relation 
suggests a slight tendency for writing to be use more frequently with 
students who were more socially adjusted. 
Student-to-hearing Persons Interaction: Finally, Table 4.3.27d 
show no self-concept measures were significantly related to the 
students' use of writing when interacting with hearing people. 
Hypothesis 11. This hypothesis stated that there will be no 
significant intercorrelation between students' scores on the 
Meadow/Kendal 1 Self-interest Inventory (SII), Divisions III 
(Social) and IV (Emotional) of the Heggerty-01 son-Wickman 
Behavior Rating Schedule (HOW), and the Meadow/Kendall 
Social-Emotional-Adjustment Inventory (SEAI). 
The results of testing this hypothesis are presented in Table 
4.3.28. As the table shows, four of the five measures examined had 
significant i n tercorrel ati ons , leading to a rejection of Hypothesis 
11. Only the SII showed no significant correlation with the other 
measures under study. 
Examination of the intercorrelations shown in Table 4.3.28 
indicate the two HOW scales correlated very highly with each other, 
and they also correlated highly with the SEAI--Social Adjustment 
scale. The two HOW scales correlated only modestly with the 
SEAI--Self-image and SEAI-Emotional scales. 
These findings indicated that the traits measured by the two HOW 
scales were very similar -- more similar, in fact, than the traits 
shared by the H0W--Social and SEAI—Social Adjustment scale, both of 
which are purported to pertain to students' social skills. The 
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Slightly lower relation between the HOW--Emotional and the 
SEAI--Soc 1 al Adjustment scales suggested that these two scales had 
slightly less in common. It is clear from Table 4.3.28 that the 
social and emotional skills measured by the two HOW scales have little 
in common with the traits measured by the Self-image and Emotional 
Adjustment scales of the SEAI. 
With regard to the SEAI scales, their i ntercorrelations with 
each other were substantial, with the SEAI—Social Adjustment scale 
correlating slightly more strongly with the Self-Image scale than it 
did with the Emotional scale. The SEAI--Social Adjustment scale 
correlated most highly with the H0W--Social scale and the 
HOW—Emoti onal scale, whereas the other two SEAI scales (Self-Image 
and Emotional) showed the strongest relations with each other. 
These findings suggest that the three SEAI scales overlap 
moderately in the traits that they measure and, except for the SEAI — 
Social Adjustment scale, bear little relation to the HOW scales. The 
SEAI — Social Adjustment scale bears a very strong relation to the 
H0W--Social scale and a strong relation to the HOW—Emotional scale, 
suggesting substantial overlap in the traits measured by these three 
scales. 
The next chapter will contain the discussion of these results. 
CHAPTER V 
DISCUSSION 
The primary purpose of this descriptive study was to (1) 
investigate the relationship between communication style(s), academic 
achievement, and self-concept on a sample of hearing-impaired 
children; and (2) to identify the independent and interactive 
variables which influence communication interactions, academic 
achievement, and the self-concept. 
Hypotheses la, lb, and Supplemental Data 
Rejection of the first two hypotheses, that significant 
differences would not exist in the communication styles used in the 
parent's and teacher's interaction with the student and vice versa 
verify the findings of Jensema and Trybus (1978). 
The results of the present study reflect the continued lack of 
consistent and congruent approaches to the student's communication 
development by the teachers and parents. This fact is borne out when 
one examines differences in the parent-to-student and the 
teacher-to-student interactions. The manner in which the parents and 
the teachers interact with the student are inconsistent. 
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These differences suggest several possible interpretations; 
1. In comparing the parent to student interactions, speech without 
cues is the primary ingredient in their interaction. Parents 
discover that the use of one communication style alone is often 
inadequate to supplement their child's language development. 
This finding is expected when one considers that parents are 
instantly placed in a "teacher" role in addition to parenting 
their hearing-impaired child. They receive no formal training 
in parenting a handicapped child let alone training in 
communication or education of the deaf. In the meantime, they 
often attempt to stimulate their child's language and 
intellectual potential with little support from experts outside 
the family. 
2. In comparing the teacher-to-student interactions, the teachers 
were less dependent on speech without cues as their primary 
means of communicating. Their interactions were seldom limited 
to one communication style. In contrast to the parents, the 
teachers showed a greater utilization of additional 
communication styles either alone or in combination with speech. 
This finding should not be surprising when one considers the 
formal training in communication and teaching methods that 
teachers of the deaf receive as part of their professional 
training. In addition, this finding substantiates possible 
d i screpancies between the communication style transference 
between home and school. 
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3. Additional examination of the supplemental data to the 
hypotheses provides added credence to the assumption that the 
communication styles utilized by the hearing-impaired children 
are specifically related to the child's communication 
environment. When placed in various communication interactions, 
the heari ng-i mpai red child will communicate in the manner in 
which they are communicated with. This particular finding, in 
addition to the information presented above, raises a question 
of the role that the concept of expectations play in 
communication. This concept, initially raised by Meadow (1967), 
would imply that if the child has the wherewithal to adapt to 
his or her communication environment, the child would be 
influenced by the expectation to communicate in a particular 
manner depending on the interaction. 
Positive expectations and encouragement of the child to 
communicate regardless of the style(s) used would do much to enhance 
the quality and quantity of the child's interaction. The key is for 
parents to receive early, more structured. Eventually parents and 
teachers will need to work cooperatively, with mutual support and 
rei nforcement once the child is enrolled in an early childhood 
education program. The child who feels positive about communicating 
and functioning in his or her environment will undoubtedly have fewer 
problems communicating and functioning in general. 
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Hypotheses 2a and 2b 
Lack of support for the second hypotheses, that there would be 
no significant correlations between the students' demographic 
characteri sties and the communication styles used in the parents' and 
teachers interactions with the student and vice versa, suggests that 
some demographic variables affect the students' have on communication 
styles. 
Reviews of investigations by Trybus and Jensema (1978), Jensema, 
Karchmer, and Trybus (1978), Karchmer and Trybus (1977), and Meadow 
(1967, 1968, 1969, 1972) recognized and substantiated the idea that a 
variety of educationally salient characteristi cs influence the 
hearing-impaired child's overall development. 
The research by Jensema and Trybus (1978) reported results 
similar to those reported in this research, that a relationship does 
in fact exist between personal, background characteristics and 
communication styles. Clusters of specific demographic variables 
(i.e., hearing aid usage, parental occupation, ethnic background) were 
reported to show a definite relationship to communication usage. 
Data from the present research underscore the idea that 
differences in tne various interactions are influenced by specific 
demographic characteristies. Tables 5.1.1a through 5.1.Id summarizes 
those characteristics found to be significant. Notable differences in 
the relations between demographic characteristics and the 
communication styles used in the parents' and teachers' interactions 
337 
Table 5.1.1a 
W^y °f the Demographic Characteristics found to be Significantly Related 
to the Communication Styles Used in the Parent-to-student Interaction 
Demographic Variables 
Parent-to-student Interaction 
Communication Style 
Speech Speech 
Cued without without Manual Finger- 
speech cues voice sign spelling Gestures Writing 
Age 
Sex 
Ethnic Background 
X x x x x 
Prescnool Experience 
Preschool Experience Type )( 
Etiology of Loss 
Degree of Hearing Loss 
Age at Onset 
Current Enrollment Status X 
Program Type X
 
X
 
X
 
Wears Hearing-aid X 
Frequency of Hearing-aid Usage X
 
X
 
X
 
Hearing-aid Usage at Home 
Hearing-aid Usage at School X 
Hearing-aid Usage Outside Classroom X
 
X
 
X
 
Type of Hearing-aid Used X 
Location of Hearing-aid X
 
X
 
X
 
Rated Speech Intelligibility X
 
X
 
X
 
X
 
Parental Hearing Status X X 
Educational Attainment of Parents X 
Parental Occupation X 
Family History of Deafness 
Intelligence 
Teacher Hearing Status 
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Table 5.1.1b 
toTh^r™ the D^mogr"Ph’c Characteristics Found to be Significantly Related 
to the Communication Styles Used in the Student-to-parent Interaction 
Student-to-Parent Interaction 
Demographic Variables 
Cued 
speech 
Speech 
without 
cues 
Communication 
Speech 
without Manual 
voice sign 
Style 
Finger- 
spelling Gestures Writing 
Age 
Sex X X X 
Etnnic Background 
Prescnool Experience 
X X X X 
Preschool Experience Type 
Etiology of Lass 
Degree of Hearing Loss 
Age at Onset 
Current Enrollment Status 
X 
Program Type X X 
Wears Hearing-aid 
Frequency of Hearing-aid Usage 
Hearing-aid Usage at Home 
X X 
Hearing-aid Usage at School 
Hearing-aid Usage Outside Classroom 
X 
X X X 
Type of Hearmg-3id Used 
Location of Hearing-aid X X X X 
Rated Speech Intelligibility X X X X X X 
Parental Hearing Status 
Educational Attainment of Parents X 
X X X 
Parental Occupation 
Family History of Deafness 
Intelligence 
Teacher Hearing Status 
X 
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Table 5.1.1c 
to"Theyr^ the Demo9raPhl'c Characteristics Found to be Significant 
to the Communication Styles Used in the Teacher-to-student Interact y Related ion 
Teacher-to-student Interaction 
Demographic Variables 
Cued 
speech 
Speech 
wi thout 
cues 
Communication 
Speech 
without Manual 
voice sign 
Style 
F inger- 
spelling Gestures Writing 
Age 
Sex 
Ethnic Background 
Preschool Experience 
X X X 
Preschool Experience Type 
Etiology of Loss 
Degree of Hearing Loss 
Age at Onset 
Current Enrollment Status 
X 
X 
Program Type 
Wears Hearing-aid X X 
X 
X 
Frequency of Hearing-aid Usage 
Hearing-aid Usage at Home 
X X 
X 
Hearing-aid Usage at School X X 
Hearing-aid Usage Outside Classroom X X 
Type of Hearing-aid Used 
Location of Hearing-aid 
X X X 
X 
Rated Speech Intelligibility 
Parental Hearing Status 
Educational Attainment of Parents 
' X X X 
X 
Parental Occupation X 
Family History of Deafness 
Intel 1igence 
Teacher Hearing Status 
X X X 
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Table 5.1 .Id 
Student-to-teacher Interaction 
Demographic Variables 
Speech Spe^run,cat’on Stx’e 
Cued without without Manual Finger- 
speech cues voice sign spelling Gestures Writing 
Age 
Sex 
X 
Ethnic Background 
Preschool Experience 
Preschool Experience Type X X 
Etiology of Loss 
Degree of Hearing Loss 
x 
Age at Onset 
Current Enrollment Status 
x 
Program Type 
X X X 
Wears Hearing-aid 
X X 
Frequency of Hearing-aid Usage x x X 
Hearing-aid Usage at Home 
Hearing-aid Usage at School X X 
Hea*-!ng-aid Usage Outside Classroom 
X
 
X
 
X
 
Type of Hearing-aid Used 
Location of Hearing-aid X X 
Sated Speecn Intelligibility 
X
 
X
 
X
 
X
 
Parental Hearing Status X X 
Educational Attainment of Parents X 
Parental Occupation X 
Family History of Deafness 
Intel1igence 
Teacher Hearing Status 
observed in this research, 
fol1owing: 
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support evidence which suggest the 
In the Parent-to-student and the Student-to-parent Interactions 
the following demographic variables were related to communication 
style: 
1. Frequency of Hearing Aid Usage: 
Parents whose child(ren) used their hearing aids more frequently 
both in and outside the classroom and those children who had 
more intelligible speech were more likely to use speech without 
cues more frequently in their interactions with each other. 
Frequency of Hearing Aid Usage (continued): 
Parents whose child(ren) used their hearing aids less frequently 
in and out of the classroom, and those students who had less 
intelligible speech were likely to use speech without voice, 
fingerspelling, manual signs, gestures, and writing more 
frequently in their interactions with each other. 
2. Type of Hearing Aid: 
Parents whose child(ren) used body-level amplification were 
likely to use manual signs, fingerspelling, gestures and writing 
more frequently in their interactions with each other. Speech 
without voice was used more frequently when hearing aids were 
not used. 
3. Age at Onset of Hearing Loss and Degree of Hearing Loss: 
Parents whose child(ren) had an acquired hearing loss or who had 
a more profound hearing loss were likely to use writing more 
frequently in their interactions with each other. 
4. Ethnic Background: 
Parents whose child(ren) were of Black ethnic background were 
likely to use cued speech, speech without voice, manual signs, 
and writing more frequently in their interactions with each 
other. 
Parents whose child(ren) were of Spani sh-American background 
were likely to use cued speech, fingerspell i ng and writing more 
frequently in their interactions with each other. 
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Wh°Se Chlld(ren) ^ere of white ethnic background were 
li<ely to use speech without cues, manual signs, fingerspel 1 inq 
other.eStUreS m°re frequentl* in their infractions with ea?h 
5. Type of Preschool Experience: 
Parents whose child(ren) attended a preschool for the hearinq- 
lmpaired were likely to use speech without voice more frequently 
in their interaction. Students who did not attend a preschool 
program for the hearing-impaired were likely to use gestures 
more frequently in their interactions. 
6. Parental Hearing Status: 
Hearing-impaired parents were likely to use fi ngerspell i ng and 
manual signs more frequently in their interactions with their 
chi 1d(ren). 
7. Current Enrollment Status: 
Parents whose child(ren) were residential students were likely 
to use manual signs and fingerspelling more frequently in their 
interactions with each other. 
In the Teacher-to-student and Student-to-teacher Interactions 
the following demographic variables were found to be related to 
communication style: 
1. Frequency of Hearing Aid Usage: 
Teachers whose students utilized their hearing-aids more 
frequently both in and out of the classroom used speech without 
cues and gestures more frequently in their interactions with 
each other. 
Teachers whose students utilized their hearing-aids less 
frequently both in and out of the classroom were likely to use 
speech without voice, fingerspelling and manual signs more 
frequently in their interactions with each other. 
2. Type of Hearing Aid Used: 
Teachers whose students utilized ear-level amplification were 
likely to use speech without cues more frequently in their 
interactions with each other. 
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3. Rated Speech Intelligibility: 
Teachers whose students had intelligible speech were likely to 
use speech without cues more frequently in their interactions 
with each other. On the other hand, teachers whose students had 
less intelligible speech were likely to use speech without 
voice, fingerspelling, manual signs and gestures more frequently 
in their interactions with each other. 
4. Type of Present Educational Program: 
Teachers whose students were enrolled in day school programs and 
as day students were likely to use cued speech and speech 
without cues more frequently in their interactions with each 
other. However, teachers whose students were enrolled in 
residential school programs and as residential students were 
likely to use fingerspelling and manual signs more frequently in 
their interactions with each other. 
5. Ethnic Background: 
Teachers whose students were of Black ethnic background were 
likely to use speech without voice, manual signs, and 
fingerspelling more frequently in their interactions with each 
other. 
Teachers whose students who were of Spanish-American ethnic 
background were likely to use speech without cues, speech 
without voice, and manual signs more frequently in their 
interactions with each other. 
Finally, teachers whose students were of White ethnic background 
were likely to use speech without cues and fingerspelling more 
frequently in their interactions with each other. 
Hypothesis 3a 
Rejection of the hypothesis, that there will be no significant 
correlation between students' demographic characteristics and their 
scores on the Meadow/Kendall Self-Interest Inventory, indicated two 
trends: (1) students with more residual hearing scored higher on this 
measure; and (2) students with less educated fathers demonstrated 
higher self-image scores. 
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The first trend noted is supported by Meadow's (1967, 1968) own 
research and as well by reviews of investigations by Barker (1958), 
Meyerson (1955) and Myklebust (1960). The trend for self- image to be 
higher among students with less severe hearing losses sends a strong 
message. Central to this message is the notion that the more deprived 
the child is of meaningful auditory-environmental stimulation and 
information laden feedback, the less likely the development of the ego 
and positive self-image statements. Self-expressive language is 
accounted for and at tne expense of the severity of the hearing loss. 
One might therefore speculate that early intervention in identifying 
profound childhood deafness is a critical factor influencing the 
child's ego development and in turn, their self-image. It is 
interesting to note the relationship between self-image and the degree 
of hearing loss indicated here, as it tends to lend support to 
findings generated by an analysis of the data for Hypothesis 3c. 
The second trend indicated in Hypothesis 3c was consistent with 
the findings of Meadow ( 1967 , 1968). She presented the suggestion 
that "high" or "low" score differences may be distinctly related to 
role-model identification. The fact that self-image scores were 
higher for children with less educated fathers leads this researcher 
to conjecture about the possible relationship between parental 
educational attainment and the transference of inappropriate 
expectation levels. 
Higher educational attainment tends to suggest higher 
socioeconomic status. This status may affect the quality of the 
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interaction between the deaf child and their parents when higher 
expectation levels are unrealistic. Perhaps, these unrealistic 
expectations promote a lack of parental acceptance and understanding. 
This researcher can only surmise that fathers with lower 
educational levels in this study were perhaps less over-achieving, 
over-demanding, or over-critical. Assuming this relationship is not 
random, it is conceivable that these fathers fostered a relationship 
with their child in which security, acceptance, and realistic 
aspirations were more consistent with the child's handicapping 
condition. Such an interaction would therefore be related to the 
higher self-concept measures. In addition, it should be noted that 
during the period in which data were collected, the large unemployment 
rate forced many lower educated fathers from positions as the family 
provider to one of "house husband." One cannot ignore the potential 
effects of a father's increased parenting role on their 
heari ng-impaired child. More research needs to be done. 
Hypothesis 3b 
Lack of support for Hypothesis 3b, that there will be no 
significant correlation between students' demographic characteristies 
and their scores on Division III (Social) and IV (Emotional) of the 
Heggarty-Ol sen-Wickman Behavior Rating Schedule provided insightful 
information. 
In testing this hypothesis, significant correlations were found 
between the HOW IV (Emotional) and three demographic variables: 
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Mother's Hearing Status, Type of Hearing Aid Used and Hours Aid Worn 
in Class. 
The finding nee of the mother's hearing status and the child's 
emotional development supports research conducted by Meadow (1967, 
1968, 1969, 1972) Brill (1960), and Levine (1956). This result again 
suggests the importance of the parent-child relationship. The factor 
of maternal hearing status reflects the influence of the child's 
appraisal of the "significant other" who positively deal with the 
child's deafness. The heari ng-i mpai red mother's acceptance of her 
child's limitations may indicate the strength of her gratification and 
enjoyment of the bond with her child. 
It was not particularly surprising to this author that the type 
of hearing-aid used was found to be significantly related to the 
student's score on the HOW IV. A characteriStic which contributes to 
the child's emotional response to his or her deafness are the 
preeminent features which make deafness more visible (Barker, 1953; 
Richardson, 1951). Children utilizing Y-cord or binaural 
amplification may perceive their amplification as a visible feature 
which enhances negative emotional responses. The "invisible" handicap 
of deafness ceases to be "invisible" when amplification becomes 
apparent. As a result, the handicap becomes legitimized both to the 
child and the society in which the child functions. 
The third significant demographic variable provides information 
that is contrary to popular belief. This researcher is admittedly 
baffled by the finding that emotional-behavioral problems may be 
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slightly more likely among children who wear their hearing aids more 
frequently in class. One might venture to speculate on two possible 
explanations. 
First, in schools and programs where a mandatory hearing-aid use 
policy exists within the classroom, the child's positive motivation 
for wanting to eagerly use amplification may be eliminated. The 
forceful policy of amplification usage frequently becomes a 
battleground between the teacher and the student. The hearing aid 
usage becomes a negative experience resented by the child instead of 
the positive personal habit that it should be. Consistent 
reinforcement of the positive aspects of properly fitted 
amplification, along with the child's personal motivation to utilize 
the aids, may be a means for lessening classroom behavior problems. 
The second explanation results from classroom teaching 
experience with hearing children, only the inference is made in the 
context of applicability to deaf children. Colleagues teaching 
hearing students have noted that whenever their students experienced 
sensorial overstimulation, behavioral problems escalated. Normality 
returned when the source of the stimulus was abated or removed. 
One might surmise that a similar principle is plausible for deaf 
children. Consider for a moment the fact that the children utilizing 
high gain amplification are receiving continuous auditory stimulation/ 
information which may or may not be interpreted as meaningful sound by 
the child. The heari ng-impaired child might just as easily as their 
hearing counterpart, reach a point of auditory overstimulation. 
348 
Behavioral problems, again, might logically ensue. This researcher 
vasci Hates in promoting this particular speculation. However, as a 
user of high-gain amplification, this explanation does not appear 
altogether unrealistic. 
Hypothesis 3c 
Lack of support for Hypothesis 3c, that there will be no 
significant correlation between students demographic characteristics 
and their scores on the Meadow/Kendall Social-Emotional Adjustment 
Inventory (SEAI), lent support to the supposition that salient 
demographic characteristics are related to the hearing-impaired 
Childs' self-concept. Meadows' (1967, 1968, 1969) own investigation 
has shown that certain demographic variable combinations produce 
significant differences in how the child is viewed by self and 
"significant others." 
When examined in relation to the simultaneous effect on social 
adjustment, self-image, and emotional adjustment components of the 
self-concepts, specific demographic variables were found to be key 
factors to be considered and dealt with in the self-concept testing of 
young deaf children. The findings in this hypothesis were strongly 
and highly consistent across the Social, Self-Image, and Emotional 
Adjustment scales. It appeared that four variables were legitimate 
factors contributing to self-concept differences measured by the three 
scales of the SEAI. These factors were: current enrollment status, 
hearing-aid usage at school, hearing-aid usage outside the classroom. 
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and the type of hearing-aid used. Two of these denographic variables, 
hearing-aid usage at school and type of hearing-aid used, were also 
found to be significant for hypothesis 3b. In addition, two 
variables, sex and rated speech intelligibility, were found to be 
factors contributing to differences on two of the scales. Finally, 
the variables of preschool experience, type of preschool attended, 
degree of hearing loss, age at onset and parental occupation were 
factors which contributed to differences on one of the three scales. 
In Table 5.1.2 the distribution of these demographic characteristics 
are presented for each of the three scales of the SEAI. 
It was interesting to note that the students, who were 
as a sample considered average intellectually (x=107.0), were rated by 
independent, self-assured individuals (their teachers).^ This fact 
lends some support to the supposition that self-concept, as measured 
by one's scores on the SEAI could be influenced by "significant 
others" (Bowlby, 1958; Erickson, 1960, 1964; Meadow, 1967, 1972; 
Rosenberg, 1965). Such a finding is congruent with the psychoanalytic 
conceptualization of self-image and self-concept theory as an 
indicator of adjustment. The findings of the initial self-concept 
research involving young deaf children add support to this supposition 
(Brunschwig, 1936; Craig, 1965; Meadow, 1967). 
^Note: Measured intelligence was not found to be significantly 
related to the students' scores on any of the self-concept measures. 
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Table 5.1.2 
Sunnary of the Demographic Characteristics Found 
to the Scores on Three Scales of the SEAI to be Significantly Related 
SEAI Measures 
——-- 
Demographic Variables Social Adj. Self-Image Emotional Adj. 
Age 
Sex 
Ethnic Background 
Preschool Experience (Yes,Ho) 
femal e female 
Preschool Experience Type 
Etiology of Loss 
Degree of Hearing loss 
Age at Onset 
(congenital, adventitious) 
Current Enrollment Status 
(day student, residential student) 
Program Type 
day day 
hearing-impai red 
more hearing 
congenital 
day 
(residential, day, public) 
Wears Hearing-aid 
Hearing-aid Usage at Home 
Hearing-aid Usage at Scnool less less less 
Hearing-aid Usage Outside Classroom often often less 
Type of Hearing-aid Used monaural monaural monaural 
3ated Speecn Intelligibility no re more 
intel1igible intel1igible 
Parental Hearing Status 
Educational Attainment of Parents 
Parental Occupation 
Family History of Deafness 
!ntel1igence 
Teacher Hearing Status 
low status 
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Of particular interest to this researcher is the fact that two 
consistent demographic factors centered around the students enrollment 
status and hearing-aid use. Previous research has favored the 
residential student (Meadow. 1967; Brunschwig, 1936; Craig, 1965). 
The idea that the present research showed that day students scored 
higher on all three measures than did residential students was an 
important finding for this research. The results lend further support 
to the idea that tne family system has impact on the child's social, 
emotional and self-image identity. In addition, the day versus 
residential finding may indirectly suggest the impact of P.L.94-142 in 
advocating for the least restrictive environment. On the other hand, 
one might argue that the significant differences which do exist, would 
be reflective of the distribution of the enrollment status of the 
students within the three types of programs. The data presented in 
Table 4.2.2a in Chapter IV indicates that the majority of the students 
were day students (74.8%). Statistically this figure may be 
considered to influence the outcome of the test scores due to the 
relatively small cell size representing residential students. 
This researcher was initially surprised at seeing the variables 
of hearing-aid usage at school, hearing-aid usage outside the 
classroom, and type of hearing-aid used so clearly related to the 
scores on all three of the SEAI scales. The reader is reminded that 
from Section I and Section II of Chapter IV: 
(a) 91.7% of the students used amplification 
352 
(b) binaural amplification was used by 53% of the students. A 
monaural system was used by another 39% of the students and 
8% of the students used a Y-cord or biunilateral system. 
(c) the majority of the students (84.8%) had hearing losses in 
the profound to profound total category and 11.2% of the 
students had losses in the severe to profound range. Only 
4.0% of the students had severe hearing losses. 
(d) the teachers reported that 95.5% of the students used 
hearing aids in the classroom. Of these students, 61.6% used 
their aids "usually" (4-6 hours), while 24.8% used them 
"always" (6 or more hours) and 13.6% used them either 
"sometimes" (2-4 hours) or "never" (0-2 hours). 
(e) the frequency distribution of Teacher Rated Speech 
Intelligibility scores (Table 4.1.18a) indicated that deaf 
children with less residual hearing were more likely to be 
less intelligible in their speech than deaf children who had 
more residual hearing. 
A detailed analysis by Karchmer and Kerwin (1977) indicate that 
hearing-aid use is related to the use of residual hearing and degree 
of hearing loss. In addition, Trybus and Jensema (1978) reported that 
all together, as residual hearing and hearing-aid use increased, 
speech use increased and the use of other communication styles 
decreased. Although hearing-aid use and communication use were seen 
to be related, these two variables were strongly dependent on the 
degree of hearing loss. 
If we go back to Table 5.1.2, children who wore their 
hearing-aids less in the classroom scored higher on the Social 
Adjustment, Self-Image, and Emotional Adjustment scales of the SEAI. 
This result may be a reflection of the degree of hearing loss in the 
sample. Judging from (c) noted above, approximately 15.2% of the 
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students probably had usable residual hearing. These students 
probably benefited from the amplification more so than their more 
profoundly deaf counterparts who represented the majority of the 
sample. 
Meadow's (1967) initial self-concept investigation reported that 
deaf children compare themselves to others in their immediate 
environment as a means of self-evaluation. She states: "...this is 
seen by most of them as the inability to speak rather than an ability 
to hear (p. 306 ). The fact that the three scales were found to be 
related to rated speech intelligibility suggests that these students 
may have been rated by their teachers in terms of the other deaf 
children in the classroom. 
When one examines the mean scores for the SEAI Social Adjustment 
and the Self-Image measures and their relationship to hearing-aid use 
outside the classroom, we see a similar trend to that noted above. The 
correlation suggested that the deaf children who scored higher on 
these two scales, used amplification more often outside the classroom. 
Again, these children may be the ones who have: 
(a) more residual hearing or make the maximum use of what 
residual hearing they have 
(b) better speech intelligibility 
(c) more consistent use of amplification as an integral part of 
the child 
(d) better expressive and receptive language skills 
(e) a greater acceptance of their deafness and limitations 
(f) the ability to make a social transition between the deaf and 
hearing cultures. 
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The teachers .ay have rated these children in comparison to 
either the highest ianguage functioning deaf chiid in the ciassroom or 
contrasted them with hearing students of the same age. In both 
instances, the evaluation by the teacher emphasized cogitation. 
It appears that the same children were rated higher on Social 
Adjustment and Self-Image for hearing-aid use outside the classroom, 
but they were not rated higher on the Emotional Adjustment Scale. The 
correlation for this scale indicated that students who wore their 
hearing aids less outside the classroom had higher ratings for the 
Emotional Adjustment Scale. The change in the direction of the 
correlation allude to the possibility that the teachers based their 
ratings on their perception of the child's functional acceptance of 
their deafness. Those children who wore their hearing aids less 
outside the classroom may have displayed less conflict, difficulties, 
and limitations in adjusting to the emotional components inherent in 
profound hearing-impairment. In addition, these students may have 
demonstrated fewer behavioral problems overall outside the classroom 
where standards of behavior may have been expected by the teacher. 
When the type of hearing-aid used is considered, the teachers 
rated students using monaural amplification higher on all three of the 
SEAI scales. This result represents somewhat of a disparity from the 
popular audiological viewpoint expressed in the statement echoes by 
audiologists that "two aids are better than one." The attempt by 
professionals to "correct" or to "fix" the child as nearly as possible 
to the audiogram somehow appears to meet the needs of the 
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professionals more so than perhaps the psycho-social needs of the 
child. Adams (1962), the parent of a hearing-impaired child, aptly 
summarize the dilema between the professional view of what was right 
for the child versus the practical side of "functional correction" of 
deafness in terms of the deaf person's orientation: 
...the more severe the loss, the greater the 
disparity between the correction factor to be 
received from the use of the hearing-aid, as 
indicated in the clinic by objective tests and’the 
actual use of the hearing-aid by the child in a 
hearing world. If someone coughs at a crucial 
point in a conversation or classroom lecture, moves 
a chair, or rattles a piece of paper, or a car or 
truck goes by, with sufficient masking power to cut 
out the effects of the hearing-aid, or the teacher 
or person moves so she cannot lipread, she is lost. 
In group settings such as childhood games or in 
adolescent peer groups, where everyone seems to 
talk at once, a child wearing a hearing-aid is deaf 
for all practical purposes, both in terms of 
orientation and function. (Adams, 1962, pp. 
545-548) 
Karchmer and Kerwin's (1977) validation research on hearing-aid 
use, along with the investigations of Meadow (1967, 1972), Jensema 
(1977), and Jensema and Trybus (1978) provides basic, essential 
support for the results related to the self-concept and the type of 
hearing-aid used. Research to date has not specifically stated that 
the type hearing-aid used in any way influences self-concept. The 
reversal of the anticipated results from binaural to monaural 
amplification may reflect: 
1. the degree of hearing loss for the study's population 
2. the intelligibility ratings of the students 
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3. the child's recognition that auxiliary aids may be useful to 
increase their ability to communicate which in turn allow the 
child to become a more social being among the hearing majority. 
4. the child's awareness of the visible versus the invisible 
aspects of their deafness affecting their positive evaluation of 
sel f. 
5. the child's need to visibly verify their deafness within the 
deaf community-at-large where the student would not be 
stigmatized as socially inferior. 
6. the parent s attitude toward the child's monaural hearing-aid 
use may be more realistic in terms of acceptance amd expectation 
which encourages more positive self-evaluation by the child. 
This researcher suggests that these factors may be perceived by 
the teacher(s) in their interactions with these children. There may 
be no one single answer as to why this variable was significant for 
the SEAI. The results leave room for further research. 
A variable closely aligned to hearing-aid use and self-concept 
is the child's rated speech intelligibility. The research supporting 
this has been discussed elsewhere in this hypothesis. The fact that 
teachers rated students with more intelligible speech higher for 
Self-image and Emotional Adjustment appears to be a reflection of the 
child's hearing level and the ability to communicate in a meaningful 
manner. The fact that the Social Adjustment scale was not 
significantly related to the type of hearing-aid used suggests that 
this scale was not viewed important by the teachers as a criterion for 
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individual self-acceptance" within school s/programs for the hearing- 
impaired. 
The variable of sex was seen to be related to the scores on the 
Social Adjustment scale and Emotional Adjustment scale. The data in 
this study indicated that deaf females showed a tendency to score 
higher on both of these scales than deaf males. This result gives 
credence to clear sex differences in social and emotional development 
of deaf children. In addition, the results may reflect the sex 
differences which the SEAI was expected to show. 
The significance of the preschool experience in relationship to 
the scores on the Emotional Adjustment scale supports the general 
consensus among educators that special education services are needed 
as early as possible as a means of minimizing any retardation 
associated with hearing loss. The evidence in this hypothesis 
indicate support for the idea that special preschool programs for the 
heari ng-i mpai red specifically influence the emotional adjustment of 
the hearing-impaired. In addition, the factor of the role of the 
"significant other" may indicate a particular pattern at work here. 
The parents who take the trouble of enrolling their child in early 
intervention programs may be more likely to take a more active role in 
their child's development than other parents. The parents' support 
and active interest at this time appears to play a critical role in 
their child's emotional development. On the other hand, the 
significance of the preschool experience may statistically reflect the 
larger N of students who had attended a preschool program. 
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The variable of degree of hearing loss was a significant factor 
in these data which appeared to influence the hearing-aid usage and 
the rated speech intelligibility. A clear trend is observed as the 
hearing loss increases in severity. A pronounced shift in emotional 
adjustment is noted. Concomitant with increased hearing loss is a 
noticeable difference in the child's ability to communicate. This 
difference would affect how the child relates to the world around them 
(Myklebust, 1960; Jensema & Trybus, 1978; Davis & Silverman, 1964). 
Also related to emotional adjustment was the variable of age at 
onset of hearing loss. In the present study, 71% of the students were 
reported to be congenitally deafened. Another 29% were adventitiously 
deafened. Of these, 14% were deafened prior to age one and 10.2% were 
deafened prior to age two. A smaller percentage of those 
adventitiously deafened (5.1%) had hearing losses discovered before 
age two but the age at which the loss occurred was unknown. Since 
there were so few students post-1ingually deafened in this study, it 
is possible that statistically, this result reflects an artifact of 
the size of the larger cells. 
Finally, the variable of parental occupation involving the 
fathers were found to be significantly related to Self-Image scores on 
the SEAI . The general trend was for higher self-image scores for 
children in this study whose fathers were in lower status occupations. 
As noted in the discussion of Hypothesis 3a, this researcher can only 
conjecture that fathers in the lower status occupations may nave 
fostered a relationship with their child in which security, 
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acceptance, and realistic aspirations were more consistent with the 
child's deafness. This interaction would therefore affect how the 
child perceives the self. 
Hypothesis 4 
Lack of support for Hypothesis 4, which stated that there will 
be no significant correlation between students demographic 
characteristics and their achievement, provided the opportunity to 
examine specific demographic variables and the relationship to the 
child's level of achievement on the Stanford Achievement Test. 
This hypothesis evolved from the need to illustrate that 
additional "environmental" factors simultaneously influence the deaf 
child's disposition to succeed or fail in the classroom. The results 
herein are substantiated by the works of Jensema (1975), Jensema, 
Karchmer and Trybus (1978), Jensema and Trybus (1978), and Trybus 
( 1975 ). A summary of the results of this study is provided in Table 
5.1.3. 
It was interesting to observe that the student's current 
enrollment status as a day or residential student, along with the type 
of program (residential, day, or public school) were consistently 
related to achievement scores in both reading and mathematics. It 
appears that residential students in residential programs outperform 
their day student counterparts on the reading, vocabulary, and 
combined word and leading subtests. However, day students 
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Table 5.1.3 
Tz\v^7zr,i jrsss'assis n,u-,,,c-"' «•« 
Demographic Variables 
Achievement Subtests 
Word Study/ 
Reading Reading Mathematics 
Vocabulary Comprehension Comprehension Concepts 
Age 
Sex 
Ethnic Background 
Preschool Experience 
Etiology of Loss 
Degree of Hearing Loss 
Age at Onset 
Current Enrollment Status 
Program Type 
Hearing-aid Usage at Home 
Hearing-aid Usage at School 
Hearing-aid Usage Outside Classroom X 
Type of Hearing-aid Used 
Rated Speech Intelligibility 
Parental Hearing Status 
Educational Attainment of Parents 
Parental Occupation 
Family History of Deafness 
Intel1igence 
x 
X 
X X 
x x 
X 
X 
X 
Mathematics 
Computation 
X 
X 
X 
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outperformed residential students in mathematics concepts and 
mathematics computation. 
This finding supports the idea that the residential school 
setting may be the setting most able to provide greater consistency in 
vocabulary development, as well as language syntax transference from 
the classroom to the child's living environment. This thought would 
further validate the possibility of communication difference between 
the home and school. Of course, this assumes that communication 
requires language competency and the skills to convey meaning viz 
words/vocabulary. 
On tne other hand, the fact that day students outperformed 
residential students on the mathematics subtests, suggests that 
perhaps the day students' interactions with the hearing world-at-1arge 
influence the students ability to conceptualize as a result of their 
day-to-day experiences and problem solving. 
The variables involving father's occupation, mother's education 
and speech intelligibility were identified as factors related to 
scores on the combined word study and reading comprehension. The 
reader is reminded that in Section I of Chapter IV, the fathers in 
lower status occupations showed high levels of educational attainment.-*- 
Therefore, the highly educated mothers and fathers in lower status 
iflote: The under-employment of the workers in this study may be 
a reflection of the nation's declining economic status at the time. 
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occupations would be expected to have the language facility to provide 
their hearing-impaired child with expressive language and feedback. 
Their ability to communicate language and furnish the child with 
vocabulary during communication development, would go hand in hand 
with higher achievement scores. In addition, the fact that the 
parents were well educated may indicate the parents placed a greater 
emphasis and value on encouraging their child to read. 
Speech intelligibility is related to the degree of hearing loss. 
One might conjecture that children with more residual hearing are more 
able to grasp the grammar and syntax necessary for the development of 
syntactical competence. The children with more residual hearing, then 
would be expected to have higher reading and comprehension scores 
(Meadow, 1967, 1972; Jensema & Trybus, 1978). 
Statistically significant relationships were seen for both the 
mathematic computation and concepts and the variable of sex. The 
correlations indicated a tendency for males to do better on these 
tests than females. This finding is similar to those of hearing 
children, where the mathematics and sciences favor males over females 
sometime near puberty. The same holds true with a special population. 
A similar analogy holds true for ethnic background and the 
reading comprehension, and combined subtests. The available research 
(Jensema, 1975 ; Jensema & Trybus, 1978; Ries et al., 1975; Trybus, 
1975) suggests the socioeconomic status of the Black student s family 
has a large influence on the child's school placement and therefore 
the child's achievement. In addition, the economic factors would make 
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many of the same professional and educational early interventions 
(i.e., hearing-aids, private speech therapy, tutors, private schools, 
medical expenses, pre-school programs) used by more affluent families 
unaffordable to minority families. 
Jensema and Trybus (1978) noted that communication styles across 
ethnic and income lines differ. Clearly, minority deaf children use 
less speech communication both at home and at school. This pattern is 
apparent as parental income decreases. The data in this study 
suggests a socioeconomic relationship with lower word study and 
reading comprehension levels among students from these backgrounds. 
The fact that the relationship exists suggests that there is a 
definite need for further study as to why educational outcomes are not 
equal for al 1 deaf children across ethnic, socioeconomic backgrounds. 
Finally, this researcher is at a loss to explain the finding 
that tne hours hearing-aid was worn outside the classroom was 
negatively related to scores on the vocabulary subtest. In 
considering the data which has been presented in Section I of Chapter 
IV, one might surmise that although hearing-aid use and communication 
style usage are related, there is a strong relationship with hearing 
loss. Those students who wore their aids more frequently outside of 
the classroom and had lower vocabulary skills, suggests these students 
may have had less residual hearing. It is also possible that these 
students may have used other communication styles more frequently than 
speech without cues which would account for lower vocabulary subtest 
scores. 
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Hypothesis 5a 
Support for Hypothesis 5a, that there will be no significant 
correlation between students' achievement test scores and their scores 
on the Meadow/Kendall Self-Interest Inventory (SII) contradict the 
initial research by the SI 11s developer (Meadow, 1967). 
The results of this particular hypothesis, suggest the two 
possible interpretations which follow: 
1. The deaf child's relationship with "significant others" may be 
so emotionally disruptive that substantive gains in academic 
achievement could not possibly augment the child's self-concept 
measured by the SII. 
2. The fact that reliability and validity scores are not available 
for this instrument, hints at the possibility that 
standardization of the SII might indicate that the inverse of 
this hypothesis results. 
This researcher prefers to entertain the notion that the second 
interpretation provides a more accurate explanation for the outcome of 
this hypothesis. The analysis offered in Hypothesis 5b and 5c tends 
to confirm this conjecture. 
Hypothesis 5b and 5c 
Lack of support for Hypothesis 5b and 5c, that there will be no 
significant correlation between students achievement test scores and 
their scores on Division III (Social) and Division IV (Emotional) of 
the Heggarty-01sen-Wickman Behavior Rating Schedule and the 
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Meadow/Kendall Social-Emotional Adjustment Inventory ( SEA I) 
contributed to the verification of the psychoanalytic 
conceptualization of self-concept. 
The results reported in Hypotheses 5b and 5c are consistent with 
basic psychoanalytic assumptions. Primarily, for academic 
achievement, it would be expected that individuals who scored high on 
the achievement tests would also score high on self-image, social, and 
emotional adjustment rating scales (Lecky, 1945; Baldwin, 1957; 
Lowther, 1963; Taylor, 1954; Caplin, 1969). Conversely, individuals 
who scored low on the achievement tests would also score low on 
self-image, social, and emotional adjustment rating scales (Oilier, 
1954; Frazier & Combs, 1958; Borislow, 1962; Brookover, 1962, 1967; 
Dyson, 1967). 
These assumptions were confirmed in this study for Reading 
Comprehension, Mathematics Concepts and Mathematics Computation 
subtests of the Standard Achievement Tests and scores on the HOW III 
(Social), SEAI--Sel f-Image, and SEAI — Emotional Adjustment scales. 
However, the students' scores on the achievement tests proved not to 
be significantly related to their scores on the HOW IV (Emotional) and 
the SEAI-Social Adjustment scales. 
Data from this piece of research clearly show that the child s 
language proficiency and ability to conceptualize affect their 
capability to successfully function in their environment and learn. 
Three specific tendencies were noted which support this thought: 
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1. Deaf children with higher heading Comprehension demonstrated 
fewer social problems than their peers with lower comprehension. 
2. Deaf children with higher Reading Comprehension demonstrated 
higher self-image scores than their peers with lower 
comprehension. 
3. Deaf children with higher conceptual and computational skills in 
Mathematics demonstrated better emotional adjustment than their 
peers with lower conceptual and computational skills. 
It is interesting to note that it was the teacher rating indices 
(HOW, SEAT) rather than the students' self-report (SI I) which were 
shown to be valid indicators of the students' self-concept. This does 
suggest the possibility that the "significant others'" (teachers or 
parents) perception of the students own self-concept of ability may be 
closely associated to the students' achievement function. The 
evaluative reactions of the teacher and the parent as a "significant 
other" would appear to play an important in the students' hearing 
process, thus influencing the students' success or failure. 
Rosenberg's (1965) conclusions with added emphasis bear out this 
presumption: 
If his native abilities are modest, he should still 
be accepted and respected for what he is; the 
parent (the teacher) who wants him to be otherwise 
sows in the child the seeds of self-doubt.... 
Parental (the educator's) mis judgment of the 
child's abilities is likely to produce 
underachievement on one hand, or undue anxiety, on 
the other. (p. 127) 
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The dilemma of low self-concept and low achievement present 
implications for all deaf children and is worthy of further research. 
The interactive effect of the deaf child's self-concept deficiency and 
low achievement should be of concern to parents and educators alike. 
Hypothesis 6a, 6b,and 6c 
No significant support for Hypotheses 6a, 6b, and 6c could be 
gathered. These hypotheses stated that there will be no significant 
difference in the mean scores of deaf children with two normal hearing 
parents and the mean scores of deaf children with two hearing-impaired 
parents or one normal hearing parent and one hearing-impaired parent 
when these groups are compared in terms of their scores on (a) the 
Meadow/Kendall Self-Interest Inventory (SII), (b) Divisions III 
(Social) and IV (Emotional) of the Heggarty-01 sen-Wickman Behavior 
Rating Schedule (HOW), and (c) the Meadow/Kendall Social-Emotional 
Adjustment Inventory (SEAI). 
The results of the present research contradict the findings of 
Meadow (1967) because of the lack of significant differences. In 
Table 5.1.4 presents the mean scores of the self-concept measures are 
presented for (a) deaf children with both normal hearing parents and 
(b) deaf children with one or both parents hearing-impaired. The fact 
that the mean scores showed only a negligible, non-significant 
difference suggest that other factors influence the self-concept. 
Brill (1960) and Stuckless and Birch (1966) both concluded that there 
were no significant differences between deaf children of deaf parents 
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and deaf children of hearing parents on psychosocial adjustment 
measured by teachers ratings. 
The results hinted at here suggests several possible 
interrelated i n terpretati ons which may well affect the deaf child's 
estimate of himself. One might consider that: 
1. The deaf child's interaction within the family is not solely 
dependent only upon the hearing status of the parents. The 
presence or absence of conflict within the interaction would 
allow the child to develop more realistic evaluation of their 
own limitations or the structural limitations placed on by 
society. Erikson (1964) summarizes these thoughts in the 
following manner: 
The self-images cultivated during all the childhood 
stages ... gradual 1y prepare the sense of identity 
(p. 94). The young person, in order to experience 
wholeness, must feel a progressive continuity... 
between that which he conceives himself to be and 
that which he perceives others to see in him and to 
expect of him. Individually speaking, identity 
includes, but is more than the sum of, all the 
successive identifications of those earlier years 
when the child wanted to be, and often was forced 
to become, like the people he depended upon. (p. 92) 
2. The fact that the difference in the mean scores for both groups 
are apparently negligible is open to plausible speculation which 
include: 
(a) Speculation related to the general advancement of the status 
of the present generation of deaf individuals since the 
research by Meadow ( 1967) was conducted. The enactment of 
new federal lawn involving both education and the rights of 
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the handicapped person have increased one's access to 
technology, education, communication resources 
socioeconomic status, service delivery, and opportunities 
which werenot readily available in the late 1960's and 
early 1970's. As a result, improvements in the context of 
the human condition may have created a sense of "deaf pride" 
which the present generation of deaf and hearing parents 
pass along to their child. 
(b) The second speculation suggests the possibility that the 
hearing parents in this study may have become less 
overprotective and more realistic in their relative 
expectations of their child as their child grew older 
(Meadow, 1967; Rosenberg, 1965; Angyal, 1951). The 
fostering of the young deaf child's independence is related 
to the hearing or heari ng-impaired parent's belief in the 
capabilities of their child. This fostering allows the 
child to accept their increased independence. Higher 
self-esteem is generated with the child's learned mastery of 
positive coping skills. 
Perhaps somewhat idealistically, the combined effect of the 
developments in education, the understandings gleaned from research, 
along with the increased emphasis on early intervention during the 
past twenty years, are now being seen as equalizers in lessening 
differences in self-image between children with deaf or hearing 
parents. 
In light of the discussion above, the reversal noted in Table 
5.1.4, the reader is urged to remember that this study was describing 
relationships, not predicting them. Further self-concept research is 
needed. 
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Hypothesis 7 
Lack of support for Hypothesis 7, that there will be no 
significant difference in the achievement scores of deaf children with 
two normal hearing parents and the mean scores of deaf children with 
two hearing-impaired parents or one normal hearing parent and one 
hearing-impaired parent should be interpreted with caution. 
The results in this study are similar to those reported by 
Jensema and Trybus ( 1978). The small size of the hearing-impaired 
parent sub-group raises the question of achievement differences being 
related solely to the parents' nearing status or the interactive 
effect involving also the communication environment. Results of the 
parent research imply two plausible explanations: 
1. The mean achievement scores for three of four subtests are 
marginally equal or higher for students with one normal hearing 
parent and one hearing-impaired parent or both hearing-impaired 
parents suggesting a possibility that students with deaf parents 
were academically superior to students with normal hearing 
parents. 
2. Students with one or both hearing-impaired parents may perform 
better academically in part because of parental acceptance of 
the child's handicapping condition. A greater emphasis may be 
perceived by the child to do well academically so as to become a 
"successful" deaf individual. 
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Hypothesis 8a and 8b 
Rejection of hypotheses 8a and 8b, that there would be no 
significant correlation between the students' achievement test scores 
and the communication styles used in the parents' and the teachers' 
interactions with the student and vice versa is supported by the 
research reported by Jensema and Trybus (1978). 
The outcome of this analysis suggests that the relationships 
that do exist favor those students whose parents and teachers 
predominantly use speech without cues in their interactions. In 
addition, the direction of the correlations indicated that the 
dominant use of speech without cues in these interaction were 
primarily positively correlated while the dominant use of other 
communication styles were primarily negatively correlated. This 
finding is similar to that reported by Jensema and Trybus (1978), 
indicating that higher achievement scores can be expected with an 
increased use of speech without cues. 
The reader is cautioned that the findings do not represent a 
causal relationship in which the use of specific communication styles 
automatically result in higher achievement scores. The data presented 
in previous analyses has demonstrated that demographic variables are 
also related to communication usage. The results herein support 
Jensema and Trybus' finding that just as demographic variables 
contribute to achievement differences, so too do the communication 
styles. Communication styles should be considered an additional 
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factor, secondary to demographic variables, which influence 
achievement. 
Hypotheses 9a, 9b and 9c 
Support for Hypotheses 9a and 9b, that there would be no 
significant differences between the mean scores of deaf males and deaf 
females on the Meadow/Kendall Self-Interest Inventory (SII), the 
Social Scale of the HOW (III), the Emotional Scale of the HOW (IV), 
along with the lack of support for Hypothesis 9c which involved the 
Meadow/Kendall Social-Emotional-Adjustment Inventory (SEAI) 
contributed insight into the incongruousness of the research 
instruments. Consistent and uniform sex differences were not found. 
These measures were purported to be sensitive to clear sex 
differences. 
Reviews of investigative research by Bruschwig (1936), Barker 
(1953), and Meadow (1967, 1976, 1977, 1979) corroborate the fact that 
clear self-concept differences are typically found between males and 
females. However, the findings of the present study revealed that 
only the Social Adjustment and the Emotional Adjustment scales showed 
sex differences and met the required levels of statistical 
significance. The significant gain for females in the areas of social 
and emotional adjustment were predictable outcomes reflecting 
developmental and maturational differences for this age group prior to 
puberty (Neyhus, 1964). 
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The fact that females scored higher in these areas may also 
suggest that females were less "overprotected" and were generally more 
accepted by their families. As a result, females may be less 
pressured to prove their self-worth both to others and to themselves. 
Erik son's (1964) analysis of self-image could bear out this 
presumption: 
Young people must become whole people in their own 
right, and this during a developmental stage 
characterized by a diversity of changes in physical 
growth, in genital maturation, and in social 
awareness. The wholeness to be achieved at this 
stage I have called a sense of inner identity. The 
young person in order to experience wholeness, must 
feel a progressive continuity between that which he 
has come to be during the long years of childhood 
and that which he promised to become in the 
anticipated future; between that which he conceives 
himself to be and that which he perceives others to 
see in him and to expect of him. Individually 
speaking, identity includes, but is more than the 
sum of, all the successive identifications of those 
earlier years when the child wanted to be, and 
often was forced to become, like the people he 
depended on (p. 92)...the self-images cultivated 
during all the childhood stages... gradually prepare 
the sense of identify, (p. 94) 
It is important to caution the reader that these results cannot 
be adequately compared to the studies cited above with any degree of 
assurance. As stated earlier, the findings were not congruent with 
the expected sensitivity to sex differences. In an attempt to 
reconcile this discrepancy, it is offered that the experimental 
measures were not completely sensitive to the norm ratings of a normal 
hearing, as well as a hearing-impaired population. 
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Hypotheses 10a and 10b 
Examination of the analyses involving hypotheses 10a and 10b 
indicate that the hypotheses were not upheld. The hypotheses stated 
that there would be no significant correlation between students' 
scores on the measures of self-concept (HOW, SII, SEAI) and the 
communication styles used in (a) the parent-to-student interactions 
and the student-to-parent interaction, and (b) the teacner-to-student 
interactions and the student-to-teacher interactions. 
The results of the analyses for these hypotheses are complex to 
interpret. It would appear that the analyses summary presented in 
Tables 5.1.5a and 5.1.5b indicate two emerging trends: 
1. The scores on the self-concept measures may reflect to a 
considerable degree, part of the variance in the frequency of 
communication styles used at home and in programs for the 
heari ng-impaired. The parent-to-student and teacher-to-student 
interactions were found to be similar in certain respects, but 
are complicated to interpret. Students having the higher levels 
of self-image, social, and emotional adjustment are those whose 
parents and teachers use increased levels of speech without 
cues. 
2. The teacher's relationship with the child does play an integral 
part in the child's social, emotional, and intellectual 
development. The teacher's perceptions and ratings of the 
child's self-concept appeared provide an accurate means of 
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Table S.l.ba 
Summary of the Sionificant Correlations Between 
Self-Concept and the Communication Sytles Used the Students' Scores on the 
in the Parent-to-student and 
Measures of 
Student-to-parent Interactions 
Comnum c it i on 
Style 
Parent-to-student Communication Interactions 
Stu dent-to-oarent 
Cued Speech 
Speech Without Cues 
Speech Without Voice 
Manual Signs 
-lower emotional adjustment scores 
on the SEAI; more emotional problem 
-higher emotional adjustment score 
on the SEAI 
-no measures correlated significantly 
-lower social adjustment score on the 
SEAI; more socialization problems 
-lower self-images and emotional adjustment 
scores on the SEAI; poorer self-image and 
more behavioral problems 
-higher self-image score on tne SI I; 
higher self-concept 
-lower social adjustment score on tne SEAT 
more socia 1ization problems 
-higher HOW III scores; more poorer 
social1zation problems 
-lower social adjustment score on tne SEAI; 
more socialization problems 
E i ngersoel1ing 
'Wri ti ng 
-no measures correlated significantly 
-no measures correlated significantly 
-no measures correlated significantly 
-no measures correlated significantly 
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Table 5.1.5b 
Summary of the Significant Correlations 
and the Communication Styles Used in the 
Between the Students 
Teacher-to-student 
Scores on the Measures of Self-Concept 
and Student - to-teacher Interactions 
Communication 
Style 
Cued Speech 
Speech Without Cues 
Speech Without Voice 
Manual Signs 
Fingerspelling 
Gestures 
Wri ti ng 
Teacher-to-student Communication Interactions 
Student-to-Teacner 
-no measures correlated significantly 
-higher self-image score on the SEAI■ 
higher self-concept 
-lower emotional adjustment score on 
me SEAI; more behavioral problems 
-higher emotional adjustment score on 
the HOW IY; more behavioral problems 
-lower social adjustment score on the 
SEAI; more socialization problems 
-lower self-image, social adjustment 
and emotional adjustment scores on the 
ScAI; poorer self-image, more behavioral 
and soc1 a 11zation problems 
-higher emotional adjustment score on 
tne HOW IV; more behavioral problems 
-lower self-image, social adjustment and 
emotional adjustment scores on tne SEAI; 
poorer self-image, more behavioral and 
socialization problems 
-no measures correlated significantly 
-no measures correlated significantly 
-lower HOW III and HOW IV scores; fewer 
social and behavioral problems 
-higher self-image and social adjustment 
scores; higher self-concept and fewer 
socialization problems 
-no measures correlated significantly 
no measures correlated significantly 
-lower social adjustment and emotional 
adjustment scores on the SEAI; more 
emotional and socializatior problems 
-lower self-image, social adjustment 
and emotional adjustment scores on 
the SEAI; poorer self-inaae, more 
socializatioh and benavioral problems 
-no measures correlated si gm ficantly 
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determining children at-risk for behavioral and socialization 
problems. 
Trend 1 : Self-concept, when examined in terms of the 
simultaneous effect of communication interactions, resulted in support 
for the consideration of the manner in which "significant others" 
communicate with the child and vice versa. The consideration of 
communication as a significant factor influencing the child's 
relationship with "significant others" in this hypothesis has been 
hinted at in previous hypotheses. 
Taking a closer look at the data analysis summary, we see that 
the increased use of speech without cues in the parent-to-student and 
the student-to-parent interactions were positively correlated. These 
students achieved higher self-concept scores on the SII, and higher 
emotional adjustment scores on the SEAI. The increased use of speech 
without cues in the teacher-to-student interactions also showed the 
students achieving higher scores on the Self-Image scale of the SEAI. 
Also, these students showed fewer social and emotional problems on the 
HOW III and HOW IV. The remaining communication styles, with the 
exception of the use of writing are negatively correlated. 
Another means of picturing the various communication style and 
self-concept relationships is to observe any common patterns in the 
direction of the correlations. The data analysis for these hypotheses 
in Chapter IV indicates that the use of speech without cues in the 
various interactions are positively correlated with the self-concept 
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measures (with exception of the HOW) while the remaining communication 
styles are negatively correlated. 
The reader is again cautioned (as in the previous hypotheses 
dealing with communication style) not to assume the results represent 
a causal relationship, nor are they an indication that one 
communication style is better than the other communication style. 
This researcher continues to stress that the results in this 
discussion are intended to be descriptive nor predictive. 
The presence and absence of effective 
and productive communication affect how the student perceives the 
self and how others perceive the student. The fact tnat the results 
favor speech without cues was not particularly surprising. 
Language provides the key to enable the individual to develop 
meaningful self-expression. Language is required to master the many 
concepts necessary to survive and assimilate within a culture. The 
reader should remember that the hearing child's develops linguistic 
competency skills as they grow. By the age of three and a half, the 
hearing child has already enough of a command of the rules of grammar 
and syntax to combine words for self-expression and to understand 
concepts for survival (Piaget, 1954; Meadow, 1967; Furth, 1966; 
McNeil, 1965; Myklebust, 1960). 
For the child unable to auditorily monitor vocalizations and 
feedback, language development is delayed. Linguistic handicaps are 
inevitable and permanent for some children who are unable to develop 
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basic language or mediating skills (Levine, 1956; Heider & Heider, 
1941). 
The hearing-impaired child's success or failure in bridging 
the gap created by delayed language development would be expected to 
influence the parent perception of the child's worth. Also, delayed 
development would affect how the child views the self. Levine (1956) 
noted that language and social development are immediate communicative 
consequences of deafness which she describes as "an acoustic 
insulation against the world, its ideas, its mental sustenance" (p. 
7). The difficulty, she stated, is in getting the child to understand 
"the customs, taboos, reasons and motives of human behavior, the why 
and how of emotions, moral and ethical values" (p. 11). The child 
lacks the language competency skills to assimilate, much less 
understand the concepts. 
In light of this information, the importance of communication, 
whether receptive or expressive, should not be glossed over. 
Obviously, the variations in the physical, intellectual, and 
psychological characteristies of the child will affect one's ability 
to convey or receive meaningful messages. 
In an attempt to offer an explanation for the results suggested 
in this first trend, the researcher sought to identify any common 
characteri stics or themes which emerged from the population, taking 
into consideration knowledge of psychol i ngui Stic constructs in the 
deaf child's development. These characteristics reflect the influence 
of demographic variables affecting the students' communication 
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interactions. The characteristics which would favor speech without 
cues include: 
1. The children are consistent users of amplification from an early 
age. 
2. The children participated in a preschool which stressed 
communication. 
3. The children and their families exhibit geographic and 
residential stability. The structure of the family system is 
stable enough to encourage the child to socialize and foster 
forming relationships outside the family unit, within the deaf 
community or within the community-at-large (i.e., Boy Scouting, 
Girl Scouting, 4-H, etc.). 
4. The parents recognize the difficulties and limitations of 
hearing loss. The parents' expectations are realistic ones, the 
child has the capabilities to meet. 
5. The parents are involved with their child and their 
communication functioning from the onset of their child's Deing 
diagnosed as deaf. 
6. The child has developed an inner language which allows them to 
communicate meaning. 
Trend 2: The teacher's relationship with the child is similar 
to that of the parent's relationship, in that it is a dynamic one. 
Data from this research, does suggest that the teacher's interactions 
influence self-image and social adjustment when speech without cues 
are used more frequently. The parent's interactions, on the other 
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hand, influence self-image and emotional adjustment. The teacher's 
increased use of the other styles (except writing) does have a clear 
effect on the child's self-image, social and emotional adjustment. 
These findings provide further support to: 
(a) the role of the teacher as a "significant other" described 
in earlier hypotheses. Consider the "inside" information the 
teacher has on the child -- they have access to information 
relating to the child's school performance, the child's 
relationship with their family and peers, persona appearance 
and habits, attitudes and acceptance of their deafness 
(Meadow, 1967); and 
(b) the fact that communication differences may not be congruent 
between home and school. These differences place the child 
in the similar position of the bilingual child where one 
language at home and one at school are used (Kohl, 1967b, 
Ervin-Tripp, 1966). 
In summary, as a "significant other," the teachers appear to 
play an integral role in helping the child to shape their ideas and 
emotions about themselves. 
Hypothesis 11 
Rejection of Hypothesis 11 which stated that there will be no 
significant intercorrelation between student's scores on the 
Meadow/Kendall Self-Interest Inventory (SI I), Divisions III and IV of 
the Heggarty-01sen-Wickman Behavior Rating Schedule (HOW), and the 
Meadow/Kendall Social-Emotional-Adjustment Inventory supports this 
author's assertion that more definitive self-concept measures for a 
hearing-impaired population are needed. 
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The fact that the student's self-report measure showed no 
significant correlation with the other measures indicates a need for 
standardization of the measure before conclusions are drawn as to its 
usefulness as a research instrument. Further construct validation may 
stimulate further research for an appropriate non-verbal self-concept 
measure which may be used with young deaf children. 
The intercorrelations involving the teacher rating scales (HOW, 
SEAI) indicate that the measures were seen as being valid ones for the 
purposes of this research. Although many terms used in the HOW may 
appear to be archaic or obsolescent items unsuitable for use today, it 
had the advantage of being used with young deaf children. The fact 
that the more recently developed SEAI and HOW correlated with each 
other does indicate that the construct validity of both tests measured 
the traits considered of importance to this study. 
Recommendations for Further Research 
There are a number of limitations in any study of the 
sel f-concept of young deaf children. These limitations were primarily 
associated with: 
(a) the definition of "self-concept," 
(b) the lacK of previous research, and 
(c) the apparent lack of reliable, valid measurement instruments 
appropriate for use with young deaf children. 
The primary focus of this study considered the influence of 
self-concept, communication style, and achievement upon each other. 
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The emphasis on these variables was selected as a means for 
determining the formidable developmental and environmental barriers 
influencing the psycho-educational development of hearing-impaired 
children. The results discussed herein, appear to support the need for 
consistent family-oriented psychological, social, and educational 
support service options for parents and their hearing-impaired child. 
The shift to a family-oriented emphasis is necessary to keep the 
family system intact. The impact of "significant others" is critical 
to on the child's adjustment or maladjustment potential. 
Future research may do well to consider a younger population of 
children and their families. A more complete understanding of the 
younger hearing- impaired child's self-concept may be more indicative 
of the child's potential in considering educational placement options. 
In addition, the impact of adjustment versus maladjustment on the 
younger child's self-concept may be a better predictor of academic 
achievement and communication success or failure. Distinguishing 
children at risk for problems -- academic, social, or emotional — 
from a much earlier age may be deemed a tool of far reaching 
consequence to educators and parents who must make decisions for the 
chi 1d. 
Subsequent self-concept research would do well to consider a 
case study type of approach. The involvement of a substantially 
smaller population sample size would allow for more sophisticated and 
indepth statistical analysis of the demographic variables, 
communication interactions, and causal relationships not covered in 
?Q5 
this study. In addition, a longitudinal case study approach might 
facilitate the incorporation of the following areas of information not 
discussed in the present study. [he additional suggested areas 
include: 
1. a child developmental history and assessment 
2. initial and subsequent communication history both at home and at 
school 
3. psychosocial adjustment evaluation prior to student's 
educational intervention, as well as during educational 
placement 
4. family attitude and environment history 
5. indepth parental interview 
6. interviews of family members and school personnel 
The case study information may offer a more comprehensive 
picture of the key questions relating to communication style, 
achievement, and self-concept which constitute a child at risk for 
difficulties within the social, emotional and academic spheres. 
The apparent shortage of appropriate self-concept measures 
which were sensitive to age, language level, and handicapping 
condition were an added limitation of this study. TeliaDle, valid, 
and standardized self-concept instruments, achievement measures, and 
psychological tests are needed across the board, for use with hearing- 
impaired children. 
The startling lack of these measures provide for a lack of 
consistency between programs when research projects such as this one 
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require specific information. The development of these measures would 
be of value to future researchers or educators interested in 
establishing therapeutic programs i ncorpora ti ng self-concept, 
achievement, and communication style enhancement. The success or 
failure of young deaf children is a factor we can no longer afford to 
lgnore. 
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EPILOGUE 
The final page of this dissertation is dedicated to 
the memory of a beloved physician and 
friend who suggested that I consider 
the road less traveled and then 
supported my decision. 
Anthony Michael Melchionda, M.D. 
(1941-1983) 
Two roads diverged in a yellow wood, 
And sorry I could not travel both 
And be one traveler, long I stood 
And looked down one as far as I could 
To where it bent in the undergrowth; 
Then took the other, just as fair, 
And having perhaps the better claim. 
Because it was grassy and wanted wear; 
Though as for that, the passing there 
Had worn them really about the same. 
And both that morning equally lay 
In leaves no step had trodden black. 
Oh, I kept the first for anotner day! 
Yet knowing how way leads on to way, 
I doubted if I should ever come back. 
I shall be telling this with a sigh 
Somewhere ages and ages hence: 
Two roads diverged in a wood, and I -- 
I took the one less traveled by, 
And that has made all the difference. 
Robert Frost 
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Regional List of Elementary Level Programs 
for the Hearing-Impaired 
Type of 
Program Name of Program Location 
Connecticut 
Res Sch 
Res Sch 
Day Cl 
Day Cl , 
Day Cl 
Day Cl 
Day Cl 
American School 
Mystic Oral School 
Fairfield Pub. Sch./McKinley School 
Hartford Public School 
ACES - Green Acres School 
Watertown Public School System 
Capitol Region - Hamner School 
Hartford 
Mystic 
Fairfield 
Hartford 
North Haven 
Watertown 
Wethersfield 
Del aware 
Res Sch Margaret S. Sterck School Newark 
District of Columbia 
Day Sch 
Day 
Kendall Demonstration Ele. School 
U.S. Grant School 
Washington 
Washington 
Maine 
Res Sch 
Day Cl 
Gov. Baxter State School for the Deaf 
Bangor Class for the Deaf 
Falmouth 
Bangor 
Maryland 
Res Sch 
Res Sch 
Day Cl 
Day Cl 
Day Cl 
Day Cl 
Day Cl 
Day Cl 
MD School for the Deaf 
MD School for the Deaf 
Baltimore County Board of Education 
Baltimore City Pub. Sch./Templeton Sch. 
Baltimore City - Kelson School 
Potomac Heights Elementary School 
Montgomery County Public School 
Prince George County 
Columbia 
Frederick 
Baltimore 
Bal timore 
Bal timore 
Hagerstown 
Rockvil1e 
Marl boro 
Massachusetts 
Res Sch 
Res Sch 
Res Sch 
Day Sch 
Day Sch 
Beverly School for the Deaf 
Clarke School for the Deaf 
Boston School 
Jackson-Mann School 
Willie Ross School 
Boston 
Northampton 
Randolph 
A11ston 
Longmeadow 
403 
Type of 
Program Name of Program Location 
Massachusetts (continued) 
Day Sch Learning Center for Deaf Children Framingham 
Day Cl Concord Day (Ripley School) Canton 
Day Cl Duxbury Public School Duxbury 
Day CL Springfield Day Class Springfiel d 
Day Cl New North Community School Springfield 
Day Cl Lowell Public Schools Lowel1 
Pub Sch Waltham Public Schools Wal tham 
Day Cl Worcester Day Classes Worcester 
Pub Sch Woburn Public School Woburn 
New Hampshire 
Day Sch Amoskeag Center Manchester 
Day Cl Rehabilitation Center Class Portsmouth 
New Jersey 
Res Sch Marie H. Katzenbach School West Trenton 
Day Cl Western Burlington Co. Region Moorestown 
Day Cl Mt. Arlington Pub. Sch. District Mt. Arlington 
Day Sch Bergan County Hackensack 
Day Sch Mi 11 burn School Mil 1 burn 
Day Sch Bruce Street School Newark 
Day Sch Sumnit Speech School Sunrni t 
Day Cl Glassboro Public Schools G1assboro 
Day Cl Pemberton Township Browns Mills 
Day Cl Camden's Skill Development Center Camden 
Day Cl Elizabeth Public School Elizabeth 
New York 
Res Day St. Marys Buffalo 
Res Sch Lexington School Jackson Heigh 
Res Sch Rochester School Rochester 
Res Sch N.Y. State School Rome 
Res Sch N.Y. School for the Deaf White Plains 
Day Sch 
Day Sch 
Day Sch 
Day Sch 
Day Sch 
Day Cl 
Day Cl 
Day CL 
Day Cl 
Day Cl 
St. Joseph's School 
St. Francis De Sales 
Cleary School 
Mill Neck Manor 
P.S. 47 
Albany Med. Center Hospital 
Oswego County BOCES 
Bureau for Hearing Handicapped Children 
Bureau for Hearing Handicapped Children 
Onondago Madison BOCES 
Bronx 
Brooklyn 
Lake Ronkonkona 
Mill Neck 
Mew York 
Albany 
Oswego 
Brooklyn 
Brooklyn 
Camil 1 us 
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Type of 
Program Name of Program Location 
New York (continued) 
Day Cl Nassau County BOCES 
Day Cl Livingston, Steuben, Wyoming BOCES 
Day Cl Saratoga-Warren Counties BOCES 
Day Cl BOCES Resource Room 
Day Cl Albany-Schenectedy Counties BOCES 
Day Cl Syracuse City Sch. Itinerant Services 
Day Cl Rockland Co. Ctr. for Phys. Handicapped 
Pennsylvania 
Res Sch Pennsylvania School for the Deaf 
Res Sch W. Pennsylvania School 
Res Sch Scranton State School 
Day Sch Willis & Elizabeth Martin School 
Day Sch DePaul Institute 
Day Sch Archbishop Ryan Memorial Institute 
Day Cl Intermediate Unit #1 
Day Cl Capital Area Intermediate Unit #15 
Day Cl Class for the HI 
Day Cl Northwest Tri-Co. Interned. Unit #5 
Day Cl Central Susquehenna - Unit #16 
Day Cl Allegheney Intermediate Unit #3 
Day Cl Pitts. Pub. Sch. HI Program 
Day Cl Berks Co. Intermediate Unit #14 
Day Cl Carbon-Lehigh Intermediate Unit 
Day Cl Luzerne Intermediate Unit-Kistler Sch. 
Rhode Island 
Day Sch Rhode Island School for the Deaf 
Vermont 
Res Sch Austine School for the Deaf 
Vi rginia 
Res Sch Virginia School for the Deaf & Blind 
Day Sch Diagnostic, Adj. & Corr. Center 
Day Cl Fairfax County HI Program 
Day cl Harrisonburg Public School System 
Day cl Richmond Public Schools 
Day Cl Roanoke City Program 
Day Cl Program for the Hearing-Impaired 
Elmont 
Leicester 
Saratoga Springs 
Scarsdale 
Schenectedy 
Syracuse 
New City 
Philadelphi a 
Pittsburgh 
Scranton 
Philadelphia 
Pittsburgh 
Phi 1adelphi a 
California 
Camp Hill 
Curwensvi11e 
Edi riboro 
Lewisburgh 
Pittsburgn 
Pittsburgh 
Reading 
Schnecksville 
Wilkes Barre 
Providence 
Brattleboro 
Staunton 
Portsmouth 
Fairfax 
Harrisonburg 
Richmond 
Roanoke 
Virginia Beach 
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Number of Identified School Programs in the Northeastern 
Region of the United States 
Connecticut 7 
Del aware 1 
District of Columbia 2 
Mai ne 2 
Maryland 8 
Massachusetts 14 
New Hampshire 2 
New Jersey 11 
New York 23 
Pennsylvani a 16 
Rhode Island 1 
Vermont 1 
Virginia 7 
TOTAL 95 
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List of Schools Participating in the Self-Concept 
of Young Deaf Children Study 
District of Columbia 
Kendall Demonstration Elementary School 
Mai ne 
Governor Baxter State School for the Deaf 
Maryland 
Maryland School for the Deaf (Columbia) 
Massachusetts 
Boston School for the Deaf 
Willie Ross School for the Deaf 
Mew York 
St. Mary's School for the Deaf 
Cleary School for the Deaf 
St. Joseph's School for the Deaf 
Nassau County BOCES 
Pennsylvania 
Scranton State School for the Deaf 
Archbishop Ryan Memorial Institute 
Pennsylvania School for the Deaf 
Vermont 
Austine School for the Deaf 
Virginia 
Fairfax County Program (Mantua School) 
Richmond Public School District 
Harrisonburg City Schools 
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SCHOOL OF EDUCATION 
Special Education Department 
SUMMARY OF PROPOSED STUDENT 
(413) 545-1321 TTY/Voice 
DIRECTED RESEARCH PROJECT 
REQUEST TO CONDUCT RESEARCH IN COOPERATION WITH: 
(name of school receiving request) 
This form will assist you in reviewing our resear 
this research for the future of hearing-impaired 
cational responsibilities of your school. 
ch request, recognizing 
students, and also the 
the value 
immediate 
of 
edu- 
A« SOURCE OF REQUEST 
1. Research Investigator(s): Margo E. McMahon, C.A.G.S._ 
Faculty Sponsor(s)^ Roger D. Frant. Ph.D., Ronald H. Fredriikson, Ph.D. 
2. Project title:_^The Comparison of the Self-Concent of Youne Deaf Children With 
Their Academic Achievement and Communication Stvle."_ 
3. Person making request: Margo E. McMahon_ 
Position (if student, so indicate): Doctoral Candidate_ 
Address: Department of Special Education, 164 Hills South. University of 
Massachusetts, Amherst, MA 01003_ 
Telephone:_(413) 545-1321 (TTY/Voice), (413) 545-1593 (TTY/Voice)_ 
4. This project: (Check all that apply) 
_faculty/staff research sponsored at 
^ (name of institution or agency) 
-research conducted in partial fulfillment of requirements for a 
course or degree. 
Department:_Counseling/Special Education_ 
Institution:_University of Massachusetts (Amherst)_ 
Candidate for following degree: Ed.D. 
Name of research advisor/supervisor: Ronald H. Fredrickson, Ph.D. 
Title or position: Professor and Chairperson of Dissertation 
Committee_ 
(c)_Other (please describe)_ 
5. Support for project: (check one) 
_Supported primarily by institution or agency making the request. 
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_personal funds of the investigator 
_grant or contract from another agency 
name of agency_Bureau of Education of the Handfcann.H furM/tirm_ 
f»r review ,„d eo.e.bl. f„d- ing. Name of agency 
B. GENERAL PROJECT DESCRIPTION 
6. Purpose(s) of the researches to gain information and understanding nf ,-r.. 
£f.the self-concept of young deaf children and its correlates in key areas of 
academic achievement and communication. NOTE: It is not the intent of this 
research to assess the benefits of a particular communication philosophy s„h- 
scribed to bv the subjects. Instead, the wavs in which people might communicate 
and the frequency in which communication occurs will be surveyed in relation to 
the deaf childfs self—concept. 
7. Outline of procedures (number of schools, total population to be involved treat¬ 
ment, data to be gathered, etc.). ’ Creat 
A.random sampling of schools in the Northeastern region will be selected to 
participate in the research project. From the schools agreeing to participate, 
a_sample population of hearing impaired children who meet specific eligibility 
criteria and who are between the ages of 9-11 will be solicited. Parents of 
these children will also be asked to participate. Data to be collected will be 
ascertained from various questionnaires, behavior rating schedules and a self- 
concept evaluation. All information from the data will be held in strictest 
confidence.—Once the information is obtained for a particular child, the name 
will be removed and only a code number will identify the information. 
REQUEST SPECIFIC TO THIS SCHOOL 
8. Date the investigator plans to initiate project in this school: 
As soon as possible._ 
9. Description of student/subjects from this school, if applicable (e.g. number, 
ages, academic level, etc.): 
As many children as possible between the ages of 9-11 years old. The child will 
be considered eligible if he/she meets the following criteria: (1) has a con¬ 
genital hearing loss or became deaf prelingually; (2) has a hearing loss in_ 
excess of 85 dB BEA (Better Ear Average); (3) has Stanford Achievement Test/ 
Hearing-Impaired Edition (SAT-HI) scores for the following subtests: (a) vocabu¬ 
lary, (b) reading comprehension, (c) mathematics concepts, and (d) mathematics 
computation for the 1979-80 academic year; (4) has a performance score for the 
I’ilRC 3 
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WISC-R; (5) has developed basic written, and spoken and/or sign language skills. 
The child will he considered ineligible for participation If he/she has any of 
the following characteristics: (1) additional handicaps (i.e. brain damage._ 
cerebral palsy, aphasia, mental retardation, visual problems, perceptual-motor, 
etc.); (2) became deaf after the age of two years: (3) became deaf as a result 
of maternal rubella, Rh incompatibility or anoxia._ 
0. Description of information required from school records or personnel, if applic¬ 
able: 
1) Completion of the School Data Form, which calls for specific audiometric infor¬ 
mation; scores on four subtests of the SAT-HI, performance score on the WICS or 
the WISC-R, and answers to specific questions about the child. 2) Completion of 
the Teacher Questionnaire. 3) Completion of the Behavior Rating Schedule bv the 
teacher. Copies of these forms are enclosed. Assistance would be needed in_ 
obtaining phone numbers of addresses of parents, parental involvement either_ 
through direct in-person interviews or through telephone interview's in order to 
complete the Parent Questionnaire (enclosed). 4) Assistance in identifying_ 
children eligible to partiepate in study, 
11. Description of specific procedures actively involving students, graduates, parents, 
or staff of this school. (If tests, questionnaires, interview protocols, etc., 
are to be used, please furnish copies.) 
1) It is hoped that the school will actively assist as partners in the project. 
Staff would assist in providing informaticn so that parents can be contacted to 
participate and be interviewed. The interview would consist of the questions 
asked in the Parent Questionnaire. The researcher will provide a Parent-C.uardian 
Permission Form in instances where blanket permission from the school is not avail¬ 
able. A copy of this form is enclosed. 2) The School Data Form would be complet¬ 
ed by administrator and the teachers would complete the Teacher Questionnaire and 
the Behavior Rating Schedule. 3) The school administrator would provide the 
researcher with a place within the school which is conducive to testing. This 
place should be as accessible as possible since the researcher uses a wheelchair. 
The researcher will provide an assistant who will help with the data collection 
and assisting the researcher in getting in and out of the building. 4) The 
children will be tested individually. The researcher will want to meet with the 
classroom teacher in order to set up a schedule conducive to both the teacher's 
and the researcher's time frame. 
12. Estimate of total time requirement for each subject: 1/2 hr/student (approx.)_ 
13. Estimate of total time requirement for all school staff: 1-1/2 hr/student (approx) 
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D. BENEFITS AND RISKS 
14. Indicate any benefits likely to result from this research for (a) hearinc- 
lmpaired population in general, and (b) students, staff, and/or parents of this 
school: 
A review of the literature dealing with the self-concept of young deaf children 
shows a critical paucity of relevant information and assessment applicable to 
this population. Should the results of the study prove to be significant. It 
may allow educators of the deaf to consider the impact of the child's concept 
of self on his/her academic achievement and communication environment. Perhaps 
too, the information gathered will provide further insight into the effects of 
profound early childhood deafness on the child's learning. Until the data is 
collected, the researcher can only speculate the impact of this research iudeinr 
from the information gathered through the literature. The benefits therefore 
are thought of from a larger perspective of the hearing-impaired population in 
general. 
15. What risks, if any, would this research involve for participants from this 
school? If risks are present, indicate the justification for the procedures anc 
steps to be taken to minimize risk: 
None are anticipated. Measures have been taken to insure complete confidential¬ 
ity of information, identity, etc, 
16. (a) Does the sponsoring institution have an Institutional Review Board (IRB) for 
the protection of human subjects which complies with federal regulations: 
X YES NO 
(b) If "yes" (check one) 
X_This project has been approved by the IRB (attach copy of IRB's decision 
and any conditions; also attach copy of approved informed consent form if 
applicable. 
Plans are to submit 
in the school. The 
before the research 
this project to the IRB before initiating the project 
school will be furnished with evidence of approval 
is initiated. 
Pane 5 
413 
F.. AOREEMENT 
In the event the project is approved for conduct in the school, the investlgator(s) agrees 
to the following conditions: 
1. 
2, 
3. 
A. 
5. 
lo ad,iere Co tlle purpose and procedures of the project as approved by the school and to 
restrict the use of data gathered in cooperation with the school to this project. 
To furnish the school with progress reports on request. 
To provide the school with one copy of all publications, including report summary. 
To acknowledge the cooperation of the school in any published report of the project. 
To give permission for the school to cite the ongoing or completed project in its own 
publications, with credit to the investigator(s). 
Further, the investigator(s) agrees to the following: 
1. To comply with the Family Educational Rights and Privacy Act and amendments thereto. 
2. To report only group data, and no information which can be traced directly or bv 
inference to a specific student, family members of the student, or former school attended. 
3. To comply with federal regulations for the protection of human subjects. 
A. If student identification by name, social security number, or other means is necessary 
for bringing data together on a specific student, to remove this identification as soon 
as the data have been assembled, and under no condition permit this identification to 
be shared with other parties. 
5. To destroy all materials gathered which contain personally identifiable information 
after the purposes for which the material was gathered have been completed. 
Copies of the following should also be forwarded to the school: 
_a more detailed description of the project 
X copy of test, questionnaire, interview protocol, etc., to be used in cooperation 
with the school. 
X if applicable, IRB approval and approved informed consent form 
X the vita of the principal investigator(s) would also assist in the school's review 
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SCHOOL OF EDUCATION 
We are asking you, and other school programs for the hearing-impaired located in the 
Northeastern United States, to participate in a regional study in order to obtain 
certain information about the Self-Concept of Young Deaf Children. Your participation 
in this project is extremely important to the study's validity. The information will be 
used for statistical purposes only, and no individual school, teacher, parent or child 
he identified. Confidentiality of the study is absolutely guaranteed. 
The project is currently funded under a grant from the Bureau of Education for the Handi- 
capped (BEH/HEW). I have taken the liberty of enclosing a summary of the project, the 
instruments to be used, and the resumes of the grant faculty for your review. The more 
schools that participate, the more accurate the information base will be and ultimately, 
the more the project will benefit young deaf children. 
When the project is completed, a copy of the resulting report summary will be forwarded 
to your educational program for vour perusal. 
Please complete the enclosed form indicating your participation and comments. Return it 
directly to us in the attached postage-paid and addressed envelope no later than 
, 1980. Thank you in advance for your consideration. 
Sincerely, 
Doctoral Candidate Professor 
Chairman of Doctoral Committee 
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SCHOOL OF EDUCATION 
SPECIAL EDUCATION PROGRAM 
DATE 
PARENTAL CONSENT FORM 
I, consent to the participation of 
in the Self-Concept of Young Deaf Children 
(child's name) 
conducted by Margo E. McMahon, Doctoral Candidate, under the direction of 
Drs. Ronald K. Fredrickson and Roger D. Frant. The nature and purpose of 
the Self-Concept Study have been explained to the school/program my c'nild(ren) 
attend(s). The school/program has consented to participate in this research 
project. 
I understand that any inquiries I make concerning this study will be 
answered. I understand that my identity or the identification of my caild(ren) 
will not be revealed by name in any publication, document, recording, videotape 
or photograph. Finally, I understand that I am free to withdraw my consent and 
discontinue participation in the study following notification of the investigator. 
Parent 
Parent 
Witness 
Date 
Date 
Date 
Witness Date 
—''e have read the summary of the nrnnn«j 
Young Deaf Children. Our school/„ro r°SearCh °n the ^lf-Concept of 
Pacing in the study and have ^ parUcl" 
ages of 9-11 years. The besP^T children between the 
research would be ^ ^ “ — 
Superintendent/Director 
Name of School 
-f h*V* th' °£ th* P«po^d research on rh, Self-c„„cepr of 
“ Chlld"“' °” school/program could not be moaned llt 
participating at this time. 
Superintendent/Director 
Name of School 
Additional conments or questions: 
Kindly return this form to the Project Office in the postage-paid envelope 
provided for your convenience. 
Self-Concept of Young Deaf Children Project 
Special Education Program 
University of Massachusetts 
164 Hills South 
Amherst, Massachusetts 01003 
THANK YOU FOR YOUR COOPERATION IN COMPLETING THIS FORM 
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Student 
HAGGARTY-OLSON-WICKHAN-BEHAVIOR RATING SCHEDULE 
Code no. 
School no. 
Instructions for completing Behavior Rating Schedule: 
1. Do not consult anyone in making your judgements. 
lratK,nS 3 Student on a Particular trait, disregard every other trait but that 
be infifrHtKI18S are rendered valueless because the rater allows himself to' 
of the student/ 3 86061:31 favorable or unfavorable impression that he has formed 
3' ^evhi°h S3tisfied y°urSGlf as t0 the standing of this student in the trait 
ateS aJo^eUtheemrattln8 him\indiGate y°ur rati"S by placing a cross (X) immedi¬ 
ately above the most appropriate descriptive phrase. 
Uth sruderr 3 Stud6nt’ try to make ratings by comparing him/her 
with students of his/her own age. 
5. The masculine pronoun (he) has been used throughout for convenience. It applies 
whether the person whom you are rating is male or female. 
6. In making your ratings, disregard the small numbers which appear below the 
descriptive phrases. They are for use in scoring. 
CONFIDENTIAL: All information which would permit identification of anv individual 
°!_!"!t/Utl°n Wiil b6 h6ld Strictly confidential in keeping with federal regulations. 
15. Is he quiet or talkative? 
16. 
DIVISION III 
Speaks very Usually quiet Upholds his 
rarely end of talk 
(3) (1) (2) 
Talks more 
than his share 
(4) 
SCORE 
Jabbers 
(5) 
Is his behavior (honest, mores, etc.) generally acceptable to ordinary 
social standards? 
Unacceptable, Occasional 
extreme 
violations 
(5) 
violations 
(4) 
17. What are his social habits? 
Ordinarily 
acceptable 
(3) 
Always acceptable 
(1) 
Bends backward, 
very rigid 
standards 
(2) 
Lives almost Follows few Pursues usual Actively seeks 
entirely to social social activ- social pleasures 
himself activities ities & customs 
(4) (3) (1) (2) 
18. Is he shy or bold in social relationships? 
Prefers social 
activities to 
all else 
(5) 
Painfully 
self- 
conscious 
(4) 
Timid, fre¬ 
quently 
embarrassed 
(2) 
Self-conscious Confident in 
on occasions himself 
(1) (3) 
Bold, insensitive 
to social feelings 
(5) 
420 
Is his personality attractive? 
SCORE 
Repulsive Disagreeable Unnoticed, Colorful Magnetic 
colorless 
(5) (4) (3) (2) (1) 
How does he accept authority? 
Defiant Critical of Ordinarily Respectful, Entirely resigned 
authoritv obedient complies by accepts all 
habit authoritv 
(5) (4) (3) (1) (2) 
How flexible is he? 
Stubborn, hide- Slow to Conforms Quick to Easily persuaded, 
bound, noncon- accept new willingly as accept new flaccid, unstable 
formist customs & necessity cus toms & 
methods arises methods 
(5) (3) (2) (1) (4) 
Is he rude or courteous? 
Rude, insulting Sometimes Observes gen'l Courteous Elegant 
& insolent unmannerly, conventions of gracious 
saucy civility & res- 
pect 
(5) (4) (3) (1) (2) _ 
Does he give in to others or does he assert himself? 
Never asserts Generally Holds his own, Assertive Insistent, 
self, servile yields yields when Obs tinate 
necessary 
(5) (4) (i) (2) (3) 
What tendency has he to criticize others? 
Never Rarely Comments on out- Has a Extremely critical 
criticizes criticizes standing weak- critical rarely approves 
nesses or faults attitude 
(3) (1) (2) (4) (5) 
TOTAL DIVISION III 
DIVISION IV 
Coilo « 
S choo 1 ;• 
25. Is he even-tempered or moody? 
26. 
Stolid, rare 
changes of 
mood 
(3) 
Generally 
very even- 
tempered 
(1) 
Is happy or 
depressed as 
conditions 
warrant 
(2) 
Strong i. fre¬ 
quent changes 
of mood 
(4) 
Has periods of 
extreme elations 
or depressions 
(5) 
Is he easily discouraged or is he persistent? 
•felts before 
slight 
obstacles or 
objections 
Gives up 
before ade¬ 
quate trial 
Gives every¬ 
thing a fair 
trial 
Persists until 
convinced of 
mistake 
Never gives in, 
obs tinate 
(5) (3) (1) (2) (4) 
Is he genera lly depressed or cheerful? 
Dejected, 
melancholic, 
in the dumps 
(3) 
Generally 
dispirited 
(4) 
Usually in 
good humor 
(1) 
Cheerful, 
animated, 
chirping 
(2) 
Hilarious 
(5) _ 
Is he sympathetic? 
27. 
28. 
Inimical, Unsympathetic, Ordinarily 
aggravating, disobliging, friendly 6 
cruel cold cordial 
(5) (4) (2) 
Svmpathe tic, Very affectionate 
warm-hearted 
(I) (3) _ 
How does he react to frustrations or to unpleasant situations? 
Very submissive Tole rant Generally Impatient Easilv irritated 
long-suffering rarely blows self controlled hot-headed, 
(3) 
up 
(2) (1) (4) 
explosive 
(5) 
30. Does he worry or is he easy-going? 
Constantly App rehensive Does not worry Easy-going Entirely care- 
worrying about often worries without cause free, never worr 
something, has 
many anxieties 
unduly 1ight-hearted 
(4) (2) (1) (3) (5) 
31. How does he react to examination or discussion of himself or his problems? 
Uefuses tlatly 
to cooperate 
Volunteers 
nothing, must 
bo pumped 
(3) 
Conse rvativeiy 
coope rative 
i>uite willing 
to cooperate 
Entirely uninhibit 
ed, tells every¬ 
thing, eniovs it 
(4) _ (5) (2) (1) 
Is he suspicious or trustful? 
SCORE 
Very suspicious Has to be Generally Somewhat 
distrustful assured unsuspicious gullible 
and trustful 
(5) (3) (1) (2) 
Is he emotionally calm or excitable? 
Accepts every¬ 
thing without 
question 
(4) 
No emotional Emotions & Responds quite Is easilv 
responses, slowly aroused normally aroused 
apathetic, 
s tuporous 
(4) (2) (1) (3) 
Is he negativistic or suggestible? 
Extreme reactions 
hysterical, high- 
strung 
(5) _ 
Negativistic, Complies 
contrary slowly 
(5) (4) 
Is generally Rather Follows any 
open-minded easily suggestions 
persuaded 
(1) (2) (3) _ 
Does he act impulsively or cautiously: 
Impulsive, bolts, 
acts on spur of 
the momen t 
(5) 
Frequently 
unre flective 
& imprudent 
(4) 
Acts with 
reasonable 
care 
(2) 
Deliberate Very cautious and 
cal culatir.g 
(1) (3) 
TOTAL, DIVISION IV 
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MEADOW/KENDALL SELF-IMAGE INVENTORY 
FORM FOR BOYS 
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School # 
Code # 
MEADOW/KENDALL SELF-IMAGE INVENTORY 
FORM FOR BOYS 
NAME 
DATE 
The pictures will help you to tell us about yourself. 
Draw a circle around the words in each box that tell 
about YOU. 
Drawings by Cheri Zier 
and Ginette Harrelson 
425 
I am 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
am 
very very UGLY 
^ very UGLY 
a little UGLY 
not UGLY 
am 
/ very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
I am 
very SILLY 
very SILLY 
ttie SILLY 
not SILLY 
I am 
very very SMART 
very SMART 
'o little SMART 
not SMART 
What does your teacher think of you ? 
Teacher thinks 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Teacher thinks 
vcr y very UGLY 
,'Vjrp Si^rY, very UGLY 
~y '< ! a little UGLY 
S]\ „ f[fa not UGLY Y' 
Teacher thinks 
— \ very very GOOD 
: \vA very GOOD 
a little GOOD 
not GOOD 
Teacher thinks 
A 
fGY-LL 
. V 1 
very very SMART 
very SMART 
a little SMART 
not SMART 
427 
WHAT DOES YOUR TEACHER THINK OF YOU? 
Teocher thinks 
(W'v-V, 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Teacher thinks 
is 
very very POLITE 
very POLITE 
a little POLITE 
not POLITE 
Teacher thinks 
Teacher thinks 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
is 
very very SILLY 
very SILLY 
a little SILLY 
not SILLY 
Teacher thinks 
428 
WHAT DO GIRLS AT SCHOOL THINK OF YOU? 
not LAZY 
a little GOOD 
not GOOD 
a little UGLY 
not UGLY 
a little SMART 
not SMART 
429 
WHAT DO BOYS AT SCHOOL THINK OI- YOU? 
Boys at school think 
S W i; 
very very LAZY 
very LAZY 
— a little LAZY 
not LAZY 
Boys at school think 
very very POLI I E 
very POLITE 
a little POLITE 
not POLITE 
Boys at school think 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
Boys at school think 
v y is 
very very SILLY 
very SILLY 
a little SILLY 
not SILLY 
Boys at school think ^ 
/ m 
y ls 
> 
v
r-
 
| 
(3>
) 
1 very very UGLY 
A Y 
\ very UGLY 
-rrX 
a little UGLY 
not UGLY 
Boys at school think 
IS 
very very SMART 
very SMART 
a little SMART 
not SMART 
430 
WIIAT DOLS VOL R TKACIIKR ill INK oi oL'? 
Teacher thinks 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Teacher thinks 
is 
very very UGLY 
very UGLY 
a little UGLY 
not UGLY 
Teocher thinks 
(fc ! s, 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
/ScH very very SMART 
' very SMART 
a little SMART 
not SMART 
431 
WHAT DO GIRLS AT SCHOOL THINK OF YOU? 
a little LAZY 
not LAZY 
a little POLITE 
not POLITE 
Girls at school think 
y {m \ W is 
\ 1 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
not SILLY 
Girls at school th 
is 
very very SMART 
very SMART 
o little SMART 
not SMART 
432 
WHAT DO BOYS AT SCHOOL THINK OF YOU? 
Boys at school think 
not LAZY 
APPENDIX F-2 
MEADOW/KENDALL SELF-1f'AAGE INVENTORY 
FORM FOR GIRLS 
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MEADOW/KENDALL SELF-IMAGE INVENTORY 
School 
Code " 
FORM FOR GIRLS 
NAME 
DATE 
The pictures will help you to tell us about yourself. 
Draw a circle around the words in each box that tell 
about YOU. 
Drawings by Cheri Zier 
and Ginette Harrelson 
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am 
LAZY 
LAZY 
LAZY 
LAZY 
i am 
;ery very POLITE 
AYuYA '•ery POLITE 
^ ® / a little POLITE 
not POLITE 
am 
very very UGLY 
/ very UGLY 
a little UGLY 
not UGLY 
I am 
very very SILLY 
very SILLY 
o little SILLY 
not SILLY 
am 
very very SMART 
/ very SMART 
la little SMART 
l) not SMART 
436 
What does your Mother think of you ? 
Mother thinks 
is 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Mother thinks 
^ very very POLITE 
very POLITE 
a little POLITE 
not POLITE 
Mother thinks 
very very UGLY 
very UGLY 
a little UGLY 
not UGLY 
Molher thinks 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
Mother thinks 
very very SMART 
very SMART 
a little SMART 
not SMART 
437 
What does yout Father think of you7 
a little LAZY 
not LAZY 
Father thinks 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
a little SILLY 
not SILLY 
very UGLY 
a little UGLY 
not UGLY 
Father thinks 
a little SMART 
not SMART 
438 
What does your teacher think of you ? 
Teacher thinks 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Teacher thinks 
is 
very very POLITE 
' very POLITE 
I . 
a little POLITE 
not POLITE 
very very UGLY 
VrL? <Sp-T| ^ very UGLY 
Vy '<! al.ttle UGLY 
not UGLY 
Teacher thinks 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
Teacher thinks 
SILLY 
very SILLY 
a little SILLY 
not SILLY 
Teacher thinks 
LFZYCi 
\ V ■<: 
very very SMART 
very SMART 
a little SMART 
not SMART 
WHAT DOI-.S YOUR TKACIIHR THINK OF YOU-* 
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Teacher thinks 
^ V very very LAZY 
LTTT **»LAZY 
f I 
a little LAZY 
not LAZY 
Teacher thinks 
^ very very POLITE 
very POLITE 
’OT pm ITF a little POLITE 
not POLITE 
Teacher thinks 
very very UGLY 
very UGLY 
a little UGLY 
not UGLY 
Teacher thinks 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
Teacher thinks 
is 
very very SILLY 
very SILLY 
a little SILLY 
not SILLY 
Teacher thinks 
very very SMART 
' i very SMART 
• S 1 a little SMART 
not SMART 
440 
What do girls at school think of you ? 
Girls at school think 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Girls at school think 
is 
very very POLITE 
very POLITE 
a little POLITE 
no* POLITE 
Girls at school think 
is 
very very UGLY 
very UGLY 
a little UGLY 
not UGLY 
Girls at school think 
is 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
Girls at school think 
very very SILLY 
very SILLY 
a little SILLY 
not SILLY 
Girls at school think 
very very SMART 
very SMART 
a little SMART 
not SMART 
441 
WHAT DO IiOVS AT SCHOOL HUNK Ol YOU:' 
Boys a( school think 
very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Boys at school think 
very very POLITE 
very POLITE 
a little POLITE 
not POLITE 
Boys at school think 
i-r is 
very very GOOD 
very GOOD 
a little GOOD 
not GOOD 
7. 
442 
WIIAT DO HEARING PEOPLE THINK 01 YOU? 
\ very very LAZY 
very LAZY 
a little LAZY 
not LAZY 
Hearing people think 
very very POLITE 
very POLITE 
a little POLITE 
not POLITE 
Hearing people think 
very very UGLY 
very UGLY 
a little UGLY 
not UGLY 
Hearing people think 
very very GOOD 
very GOOD 
o little GOOD 
not GOOD 
Hearing people think 
very very SILLY 
very SILLY 
a little SILLY 
not SILLY 
Hearing people think 
\ very very MART 
very SMART 
a little SMART 
not SMART 
APPENDIX G 
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SCHOOL DATA RESEARCH FORM 
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CONFIDENTIAL. All Information which would permit identification 
of any individual or institution will be held strictly confidential 
in keeping with federal regulations. 
Code 0 
School il 
SCHOOL DATA RESEARCH FORM 
I. IDENTIFYING INFORMATION 
Name of student 
Sex 
_,M_F Residence_ 
Present School or Agency 
Date of 
Bi rth 
II. 
Ill. 
SPECIAL EDUCATION PROGRAM 
A. 
(name) (street) (city) 
B. 
U thlS SYC^ent ln 3 sPacial for multiply handicapped students? 
Indicate the type of special educational program in which this student is 
enrolled related to his hearing loss by checking alternatives 1-2-3-4 below 
hen complete the section in the category you have checked where applicable. 
!•_Residential Program 
T-S °01 d6af students _School for multiply handicapped 
b. Is the student: _residential _day 
2‘-Day School (no hearing students in the building) 
3- Day classes & services for deaf/hard of hearing students 
_Full-time special education classes _ hrs/wk 
_Part-time special education classes hrs/wk 
Resource room 
IUS/ WK. 
hrs/wk 
Other (specify) hrs/wk 
4. Speech & hearing clinical services 
Type (specify) hrs/wk 
ADDITIONAL HANDICAPPING CONDITIONS 
A. Please check all educationally significant handicapping conditions and indicate 
the degree of educational significance: Mild_Moderate_Severe 
_Visual problem- 
_Brain damage- 
_Cerebral palsy-- 
_Epilepsy- 
_Heart disorder- 
_Mental retardation- 
JDrthopedic— 
_Perceptual-motor disorder- 
_Emotional or behavioral problems- 
_Other (specify)_ 
B. Medication 
1. Is the student on regular, prescribed medication or any of the conditions 
listed in III-A? _YES _NO _DO NOT KNOW 
2. If "yes" please specify the condition(s) for which the student is on 
medication 
IV. HEARING LOSS 
A. Audiological Findings 
1. Air conduction test (if results are not available go to IV-A-2) 
a. Standard used: _ISO _ASA b. Date tested:_ 
(note: If sound field examination, check here ) 
450 
Code (' 
School (< 
RIGHT EAR LEFT EAR 
Frequency 125 250 500 1000 2000 4000 6000 8000 125 250 500 1000 2000 4000 6000 8000 Hearing 
Level 
(f'f r 
2. Check the statement which best describes student's hearing loss: 
_Normal limits Mild Moderate 
(less than 27 dB ISO) (27-40 dB ISO) 741-55 dB ISO) 
B. 
C. 
_Moderately severe _Severe _Profound 
(56-70 dB ISO) (71-90 dB ISO) (91 dB plus ISO) 
Age at onset of hearing loss: 
_at birth _years of age unknown 
Cause of hearing loss 
_cannot be determined _data not available in student's record 
1. If onset at birth, what was the probable cause? (Check all that apply) 
_maternal rubella _other complication of pregnancy 
_prematurity Rh incompatibility 
_trauma at birth _heredity other (specify) 
2. If onset after birth, what was the probable cause? (Check all that apply) 
_meningitis _mumps _measles _otitis media 
_trauma _high fever _infections 
_other (specify)^_ 
V. INTELLIGENCE TESTING 
Please give the results of the student's most recent intelligence test. If the 
WISC-R or the WISC is used, please give the performance score only. 
Name Description of Test Level/Form Nonverbal Performance 
SCORE: Verbal Total 
VI. EDUCATIONAL ACHIEVEMENT TESTING 
Please provide the results of the student's most recent educational achievement 
test. If the Stanford Achievement Test (SAT) or the Hearing Impaired Edition of the 
SAT are used, please provide both the raw score and the age percentile scores for 
the subtests listed. 
Test Name Level/Form Date Administered 
/_/_/_/_ 
Vocabulary Reading Comprehension Mathematics Concepts Math Computation 
VII. ETHNIC BACKGROUND 
White _Spanish-American _0riental _Unknown _Cannot report 
_Black American Indian _Other (specify)_ 
VIII. INFORMATION ON STUDENT'S FAMILY 
A. Father:  normal hearing  hearing impaired  data not available 
Mother:  normal hearing  hearing impaired  data not available 
Siblings: total number_ // hearing impaired _ //normal hearing_ unknown_ 
B. Is this student adopted? _yes _no unknown 
APPENDIX H-2 
FAMILY QUESTIONNAIRE 
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Code /< 
School Code 
452 
FAMILY QUESTIONNAIRE 
I. IDENTIFYING INFORMATION 
Name_ ^_ 
Age__Sex_Male_Female 
Ethnic Background_White_Black 
_American Indian _Other 
Person completing this form: _Father _Mother _Foster parent Guardian 
(check all that apply) _Other (specify)_ 
INSTRUCTIONS FOR COMPLETING FAMILY QUESTIONNAIRE 
_Date of Birth__ 
Spanish-Amerlean_Asian-American 
The following questions relate only to the parents or guardians and the brothers and 
sisters in the family household of which the above named child is a member. If you have 
no spouse presently living in your household, complete only those questions which per¬ 
tain to you and your children. All questions in Section III refer to your child named 
above, not to his brothers and sisters. 
'''hen the question is answered "Never," "Sometimes," "Usually" or "Always" the following 
percentages are offered as guidelines: 
NEVER 
SOMETIMES 
USUALLY 
ALWAYS 
10% of the time or less 
11% - 50% of the time 
51% - 90% of the time 
91% of the time or more 
If the child named above is adopted, would you please check here: 
CONFIDENTIALITY: All information which would permit identification of any individual 
or institution will be held strictly confidential in keeping with_f eder al _regulat ions_. 
II. BROTHERS AND SISTERS 
Please give the names of each of your children below (including those who have grown up 
and since moved away) and fill in the appropriate information on age, sex and hearing 
status for each beside his/her name. Be sure to include the child named above. Also, 
if any are stepbrothers or stepsisters to this child write"(S)" after their names. If 
any are adopted, please write "(A)" after their names. If any are half-brothers or 
half-sisters, please write "(H)" after their names. 
Name Living Birthdate Sex Does This Child Have 
A Hearing Problem? 
Yes No Yes No 
Yes No Yes No 
Yes No Yes No_ 
Yes No Yes No_ 
Yes No Yes No 
Yes No Yes No 
Yes No Yes No 
Yes No Yes No 
453 
III. information on hearing impaired child 
.ANSWER THESE QUESTIONS ABOUT YOUR HEARINC IMPAIRED CHILD WHOSE NAME APPEARS IN SECTION I 
A. 1. At what age was your child when vou DISCOVERED his/her hearing loss? 
_ac birth _months of age _years of age 
2. At what age was your child when you LEARNED of his/her hearine loss? 
_ac birth _months of age _years of age 
3. At what age did your child lose his/her hearing? 
ai birth months of age vears of age 
4. What is the cause of your child's deafness? 
-unknown _hereditary _rubella _Rh incompatibility 
_do net know Other (specify) 
B. Early Training 
1. Did your hearing impaired child ever attend a nursery or preschool program? 
_Yes (Complete B.2. and 3.)  No (Go to C.) 
2. At what age was your child enrolled in this program? 
_months of age _years of age 
3. Was this first program a special program for the hearing impaired? 
_Yes _No 
C. Does vour child wear a personal hearing aid? 
_Yes (complete C.1.-3.) _No (go to D) 
1. Where is the hearing aid worn? _Above the neck _Below the neck 
2. Is the hearing aid worn in one or both ears? 
_One ear _Y-cord _B?th ears 
3. On the average, when at home, how much of the day does your child wear the 
aid? 
_Never _Sometimes _Usually _Always (excluding sleeping, bathing, etc.) 
D. Communication in the home 
1. To what degree do you use each of the following styles of communication when 
you are talking with your hearing impaired child? 
Styles of Communication Never Sometimes Usually A1wavs 
Cued Speech Method 
Speech (without cues) _ 
Speech (without voice) 
Manual signs (including 
fingerspelling) _ _ _ _ 
Fingerspelling (with no 
manual signs) _ _ _ _ 
Gestures or pantomime _ _ _ _ 
Writing _ _ _ _ 
Other (specify)_ _ _ _ _ 
2. To what degree does your hearing impaired child use each of the following 
styles of communication when he/she communicates with you? 
Stvles of Communication Never Sometimes Usually Always 
Cued Speech Method _ _ _ _ 
Speech (without cues) _ _ _ _ 
Speech (without voice) _ _ _ _ 
Manual signs (including 
fingerspelling) _ _ _ _ 
Fingerspelling (with no 
manual signs) _ _ _ _ 
Gestures or pantomime _ _ _ _ 
Writing _ _ _ — 
Other (specify)_ _ _ _ _ 
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3. To what degree do other family members use each of the following 
styles of communication when talking with your hearing-impaired child? 
■lilyles of Comniinirar.i.n.n ILnyej: Sometimes Usual lv Always 
Cued Speech Method 
Speech (without cues) — — 
Speech (without voice) — 
Manual signs (including fingerspelling) 
Fingerspelling (with no manual signs) — 
Cestures or pantomime — 
Writing — — 
Other (specify) _ — 
4. To what degree does your hearing-impaired child use each of the following 
styles of communication when he/she communicates with other family members? 
Styles of Communication Never Sometimes Usually Aiwavs 
Cued Speech Method 
Speech (without cues) 
Speech (without voice) 
Manual signs (including fingerspelling) 
Fingerspelling (with no manual signs) 
Gestures or pantomime 
Writing 
Other (specify) 
5. Does your hearing-impaired child interact with hearing people outside of 
the family? 
_Yes _No If "no" go to question # IV if "yes" complete the next 
two questions. 
6. a. To what degree do hearing persons use each of the following styles of 
communcation when talking with your hearing-impaired child? 
Styles of Communication Never Sometimes Usually Alwavs 
Cued Speech Method 
Speech (without cues) 
Speech (without voice) 
Manual signs (including fingerspelling) 
Fingerspelling (with no manual signs) 
Gestures or pantomime 
Writing _ _ _ _ 
Other (specify)_ _ _ _ _ 
b. To what degree does your hearing-impaired child use each of the follow¬ 
ing styles of communication when he/she communicates with hearing persons, 
friends or peers? 
Styles of Communication Never Sometimes Usually Alwavs 
Cued Speech Method _ _ _ _ 
Speech (without cues) _ _ _ _ 
Speech (without voice) _ _ _ _ 
Manual signs (including fingerspelling) _ _ _ _ 
Fingerspelling (with no manual signs) _ _ _ _ 
Gestures or pantomime _ _ _ _ 
Writing _ _ _ _ 
Other (specify)_ 
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IV. PARENT INFORMATION 
ALL QUESTIONS IN THIS SECTION ARE FOR THE PRESENT PARENTS OR GUARDIANS OF THE HEARINC 
IMPAIRED CHILD WHOSE NAME APPEARS IN SECTION I. 
A. Hearing Status of Parents or Guardians 
1. Mother's Hearing 
_Normal Hearing 
_Hearing Impaired (or deaf): Please give age lost hearing Years of Ace 
Uses hearing aid? _Yes _No 
2. Father's Hearing 
_Normal Hearing 
_Hearing Impaired (or deaf): Please give age lost hearing_Years of Age 
Uses hearing aid? _Yes _No 
3. Is there a history of deafness on either side of the family? Yes No 
E. What is the highest grade you and 
(Check the appropriate level and c 
Mother 
_None 
_Elementary 12345678 
_High School 1234 
_Vocational/Secretarial 12 3 4 
_College/University 1 2 3 4 5 + 
C. Parents' Occupations 
1. What is the occupation of the 
2. What is the occupation of the 
ur spouse completed in school? 
cle the last grade completed) 
Father 
_None 
_Elementary 12345678 
_High School 1234 
_Vocational/Secretarial 1234 
_College/University 1 2 3 4 5 + 
father? 
mother? 
Thank you for your cooperation in completing 
this questionnaire. 
APPENDIX H-3 
TEACHER QUESTIONNAIRE 
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STUDENT_ Code „ 
TEACHER—LEVEL__ School It 
Teacher Questionnaire 
INSTRUCTIONS FOR COMPLETING QUESTIONNAIRE: 
Please complete this questionnaire for the student whose name appears on the top of 
this page. All questions should be answered as accurately and completely as possible. 
If the information is not known for a particular question, please check the box marked 
"Do Not Know" where it has been provided or write "DNK" beside the question. 
Where a question is answered as "Never," "Sometimes," "Usually" or "Always" the follow¬ 
ing percentages are offered as guidelines: 
NEVER = 10% of the time or less 
SOMETIMES = 11% - 50% of the time 
USUALLY = 51% - 90% of the time 
ALWAYS = 91% of the time or more 
Several questions relate totally to the teacher's observations of this student in the 
classroom. These particular questions have been marked with an asterisk (*) and should 
only be completed by the student's teacher. 
After the questionnaire has been completed, please return it directly to the Survey 
Office in the envelope which has been provided. 
CONFIDENTIAL? AlI~Information which would permit identification of any individual or 
institution will be held strictly confidential in keeping with federal regulations^_ 
HEARING AID USAGE 
* I. HEARING AID USAGE IN THE CLASSROOM 
A. Does the student use a hearing aid (personal/group) in the classroom? 
_Yes _No (Go to II.) 
B. Of the hours per day the student is in the classroom, he/she uses a 
hearing aid (group/personal) for_hours. 
* II. HEARING AID USAGE OUTSIDE THE CLASSROOM 
A. Outside the classroom, but while at school, how often does the student use a 
personal hearing aid (excluding inappropriate times such as football, swimming, 
etc.)? 
Never _Sometimes _Usually _Always 
B. At home or in the dormitory, to your knowledge, how often does the student use 
a personal hearing aid (excluding inappropriate times such as sleeping, etc.). 
Never _Sometimes _Usually _Always 
COMMUNICATION USAGE 
Please answer the following questions indicating the degree to which the listed methods 
of communication are used in the various situations. All of these questions should be 
completed by the student's teacher(s). 
I. STYLE OF COMMUNICATION IN THE CLASSROOM 
A. Teacher Communicating to the Student 
To viiat degree do you use each of the following stvles of communication when 
you are teaching the class in which this student is a member? 
Style of Communication Never Some times Usuallv Aiwavs 
Cued Speech Method 
Speech (without cues) 
Speech (without voice) 
Manual Signs (including fingerspelling) 
Fingerspelling (with no manual signs) _ _ _ _ 
Gestures or Pantomime _ _ _ _ 
Writing _ _ _ _ 
Other (specify) _ _ _ _ _ 
B. Student Communicating to the Teacher 
To what degree does the student use each of the following stvles of communication 
when he/she communicates to you, the teacher, in routine classroom activity? 
S-tvle of Communication Never Sometimes Usually Always 
Cued Speech Method _ _ _ _ 
Speech (without cues) _ _ _ _ 
Speech (without voice) __ _ _ _ 
Manual Signs (including fingerspelling) _ _ _ _ 
Fingerspelling (with no manual signs) _ _ _ _ 
Gestures or Pantomime _ _ _ _ 
Writing _ _ _ _ 
Other (specify)_ _ _ _ _ 
II. STUDENT COMMUNICATING WITH OTHER STUDENTS 
A. This Student Communicating with Other Deaf Students 
To what degree does this student use each of the following styles of communication 
when communicating to other deaf students outside the classroom? 
Style of Communication Never Sometimes Usually Alvavs 
Cued Speech Method   — — — 
Speech (without cues)  — — — 
Speech (without voice)  — — — 
Manual Signs (including fingerspelling)   — — — 
Fingerspelling (with no manual signs)  — — — 
Gestures or Pantomime  — — — 
Writing _ _ — — 
Other (specify)___— — — — 
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B- This Student Communicating With Hearing Students 
To what degree does this student use each of the following stvles of 
cation when communicating with hearing students (if any) outside the 
communi- 
classroom? 
Style of Communication 
Cued Speech Method 
Speech (without cues) 
Speech (without voice) 
Manual Signs (including fingerspelling) 
Fingerspelling (with no manual signs) 
Gestures or Pantomime 
Writing 
Other (specify)_ 
Never Sometimes Usuallv Always 
* III. OTHER STUDENTS COMMUNICATING WITH THIS STUDENT 
A. Other Deaf Students Communicating With This Student 
To what degree do other deaf students use each of the following styles of 
communication when communicating with this student outside the classroom? 
Style of Communication Never Sometimes Usually Always 
Cued Speech Method 
Speech (without cues) 
Speech (without voice) 
Manual Signs (including fingerspelling) 
Fingerspelling (with no manual signs) 
Gestures or Pantomime 
Writing 
Other (specify)___ 
B. To what degree do other hearing students (if anv) use the following stvles of 
communication when communicating with this student outside the classroom? 
Style of Communication Never Some times Usually Always 
Cued Speech Method 
Speech (without cues) 
Speech (without voice) 
Manual Signs (including fingerspelling) 
Fingerspelling (with no manual signs) _ _ _ _ 
Gestures or Pantomime 
Writing 
Other (specify)_ _ _ _ _ 
*IV. SPEECH INTELLIGIBILITY 
How do vou, the teacher, think the average hearing person with whom this student 
might come in contact outside of school (i.e. bus driver, clerk in a store, etc.) 
would classify this student's speech? 
_Very Intelligible (very similar to the speech of a hearing person of same age) 
_Intelligible (somewhat difficult to understand) 
Barely Intelligible (can only understand after repetition and use of other cues) 
_Not Intelligible 
Student would not ordinarily attempt to use speech 
TEACHER INFORMATION: 
1. How many years have you been teaching hearing-impaired children? 
_years 
2. How long have you been teaching at this particular school? 
_years 
3. Are you: _Hearing _Hard of Hearing Deaf 
Additional Comments: 
If additional time is needed to complete the questionnaire, kindly return the 
questionnaire to the Project Office in the postage-paid envelope provided for 
your convenience. 
Self-Concept of Young Deaf Children Project 
Special Education Department 
University of Massachusetts 
164 Hills South 
Amherst, Massachusetts 01003 
THANK. YOU FOR YOUR COOPERATION IN COMPLETING THIS FORM 
APPENDIX I 
FOLLOW-UP COVER LETTER TO NONRESPONDING PARENTS 
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4 V. « 
//u9/f U'w///? 
C/ft/tvrsS/y Z///j 
f sZ/n/rrA// o/mj 
(HAAftc/taSr//S 
SCHOOL OF EDUCATION 
SPECIAL EDUCATION PROCRAM 
413-545-1321 (TTY/Voice) 
Dear Parents: 
I am a deaf—multihandicapped student at the University of Massachusetts. 
Next September I hope to have completed a program to earn my doctorate in 
Special Education and Counseling. 
Your child and their school have been helping me to get information 
which I hope will help teachers of the deaf and others to understand more 
about deafness. It would help my research if you could complete the enclosed 
questionnaire. I have also enclosed a self-addressed envelope for your 
convenience. 
Meeting your child and visiting their school has been a rewarding 
experience. You have much to be proud of since your child was eager, 
enthusiastic and very much interested in helping me. 
If you have any questions, please do not hesitate to call me station- 
to-station collect at my home 413-256-8411 on any Monday, Wednesday, or 
Friday morning between 9:00 a.m. and 12:30 p.m. I would have a friend at 
home to interpret the call or if you have a TTY, I have one also. Please 
feel free to contact me if you have any questions. 
Thank you for your cooperation and consideration. Best wishes for an 
enjoyable summer. 
Sincerely, 
Margo E. McMahon, C.A.G.S. 
Project Investigator (deaf) 
MEM/tac 
Enclosures 
APPENDIX J 
MISCELLANEOUS CORRESPONDENCE TO SUPERINTENDENTS/DIRECTORS 
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UNIVERSITY OF MASSACHUSETTS 
AMHERST 
MEMORANDUM 
From Margo E. McMahon DATE 
to SuP^in,;endents- sPec*al Education Program Directors and Principals 
Subject Parental Consent Forms 
In keeping with the Family Rights and Privacy Act, I am enclosing 
copies of Parental Consent Forms. Please send the enclosed forms home 
with the children eligible to participate so that the research can be 
done expedictously. 
We are planning to be at your school n_ 
Kindly advise us if this meets with your program's/school's calendar 
needs. I am looking forward to meeting you soon. 
Margo E. McMahon 
Special Education Program 
164 Hills South 
University of Massachusetts 
Amherst, MA 01003 
413-545-1321 (TTY/Voice) 
MEM/tac 
Enclosures 
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UNIVERSITY OF MASSACHUSETTS 
AMHERST 
MEMORANDUM 
FROM.Margo E,. McMahon.date.May 14, 1980 
TO.^pejAntendent/PrograinDirectors..-..Hearing .Impaired^Education Programs 
Subject.Self-Concept, .of. Young ..Deaf .Cliildren Research Project 
Recently, you received a summary of our proposed Self-Concept of 
Young Deaf Children research project currently funded under a grant from 
the Bureau of Education of the Handicapped (BEH/HEW). The responses we 
received by return mail indicated an enthusiastic interest in the project 
and the difficulty that the May/June scheduling for data collection posed 
for your program. 
The project has recently received a time extention. This extention 
would allow us to collect the necessary information during the months of 
September through early December, 1980. Two Data Collection Assistants 
will help me in obtaining information requested in the questionnaires 
which would limit the amount of time needed from school personnel. 
In light of these recent changes, it is hoped that you would consider 
your school's/program's participation in this important project. Please 
complete the enclosed form indicating your school's participation, as well 
as the most convenient time in the Fall to visit your school. 
Thank you again for your consideration and patience. I'll look 
forward to hearing from you in the not too distant future. 
MEM/tac 
Enclosure 
466 
SCHOOL OF EDUCATION 
SPECIAL EDUCATION PROCRAM 
(413) 545-1321 TTY/Voice 
We have received the form indicating your interest and participation 
in the Self-Concept of Young Deaf Children Project. As soon as the 
majority of forms are received, we will begin coordinate travel plans. 
It is anticipated that the data collection will take place from September 
through early December, as suggested by many programs. We will contact 
you to verify the convenience of our anticipated travel date to your 
program/school. 
Thank you for your consideration and interest. We will be looking 
forward to visiting your program/school in the Fall. 
Sincerely, 
MEM/tac 
Margo E. McMahon, C.A.G.S. 
Project Investigator 
APPENDIX K 
JOB DESCRIPTIONS FOR POSITIONS FUNDED 
FOR THE SELF-CONCEPT RESEARCH 
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^7?TC/7J 
-’W 
SCHOOL OF EDUCATION 
SPECIAL EDUCATION DEPARTMENT 
c/n/irr±S/y Y/r/s 
SY/nYrrA/' fl/flfl.i 
(s/SS ar// 
(413) 545-1321 TTY/Voice 
DATA COLLECTION/PERSONAL CARE ASSISTANT 
JOB AVAILABLE: The Deaf Children's Self-Concept Project in the Special Education 
Program (HS/ABS Division) is seeking a half-time "Data Collection/ 
Personal Care Assistant!’to work on a BEH/HEW funded project. The 
project, scheduled to terminate September 30, 1980, is titled: 
"The Comparison of the Self-Concept of Young Deaf Children With 
Their Academic Achievement and Communication Style." Candidates 
should have a basic understanding of the psychology of exceptional 
children and the willingness to work in the field with handicapped 
individuals. A knowledge of simulataneous communication (sign 
language) is advantageous to the position. Those applicants not 
experienced in sign language should be willing to learn basic 
signing. Individuals applying for the position should be willing 
to travel and share driving to testing sites located in the 
Northeastern United States. Room, board and a gas allowance will 
be paid during travels. 
Education: An individual with a bachelor's degree would be an 
appropriate candidate. Knowledge of special education or education 
research would be helpful. Extensive documented experience may be 
substituted for a degree. 
Physical Considerations: Applicant should possess suficient 
physical stamina to assist the researcher when architectural barriers 
prevent access to a wheelchair. 
Salary: $1,000 for two months of work. (Approx.) 
Starting Date: mid-February. Application by letter, resume, and 
three letters of recommendation are invited and should be sent to 
Ms. Margo E. McMahon, 164 Hills South, University of Massachusetts, 
Amherst, MA 01003. Closing date for receipt of applications: 
January 25, 1980. 
Factors of race, color, sex, age, religion, national origin or 
handicap are not considered in the admission or treatment of 
students, or in employment, in accordance with federal and State 
laws and regulations. 
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«l\ 
-5^ C(}imrttv/tifwi/?/?r^'///ffSSs/r//((Sr//S' 
t/n/t'erSf/u ^ S/aUt/r/titSsm 
SCHOOL OF EDUCATION 
Special Education Department (413) 545-1321 TT7/Voice 
JOB AVAILABLE: SICN-LANCUACE INTERPRETER (part-time) 
Deaf Children's Self-Concept Project 
General Statement of Duties: To assist in the facilitation of 
communication between hearing and deaf members of a grant faculty 
during a variety of communication situations. 
Qualifications: 
1. High School Diploma. 
2. Interpreter training certificate or official documentation of 
interpreter training. 
3. National or State certification (MRC certification acceptable) 
as an interpreter for the hearing-impaired. 
4. Demonstrated ability of interpreter capabilities in verbatim 
and reverse interpreting. 
5. High level interpersonal skills and ability to perform 
efficiently under stress. 
Salary: This is a temporary "03 position" without benefits, at 
an hourly fee scale commensurate with qualifications. 
Appointment: To begin in February, 1980, ending September 30, 1980. 
All applicants should send a letter of application, resume and 
three letters of recommendation by January , 1980 to Ms. Margo 
McMahon, Special Education Department, 164 Hills South, University 
of Massachusetts, Amherst, MA 01003. 
Factors of race, color, sex, age, religion, national origin or 
handicap are not considered in the admission of treatment or 
students or in employment, in accordance with federal and State 
laws and regulations. 
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{/<<"«///£f^?r M/.U</r/?<(Ar//A' 
U/i/W/Sf/y ///ftuar&tiefa 
- < Zn//rr±/ flWOS 
SCHOOL OF EDUCATION 
Special Education Department 
OFFICE ASSISTANT/SECRETARY (part-time, 
Deaf Children's Self-Concept Project 
(413) 545-1321 TTY/Voice 
550 hours) 
JOB AVAILABLE: General Statement of Duties; To assist the project investigator 
and faculty in performing a variety of office functions necessary 
tor the operation of the grant research including filing, tele¬ 
phone communications, bookkeeping, accounting, and typing. 
Qualifications: 
1* H18h school diploma. Business school or office management 
training preferred. 
2. High level organizational and interpersonal skills. 
3. Demonstrated ability to edit and type efficiently, communicate 
effectively, perform efficiently under stress, and to maintain 
grant bookkeeping. 
4. Basic knowledge of handicap awareness. 
5. General knowledge of University procedures desirable. 
Salary: This is a temporary "03 position," without benefits, 
at an hourly rate of $3.85/hr. 
Appointment: Effective immedidately and ends September 30, 1980. 
All applicants should send a letter of application, resume and 
three letters of recommendation by January 25, 1980 to Ms. Margo 
McMahon, Special Education Department, 164 Hills South, University 
of Massachusetts, Amherst, MA 01003. 
Factors of race, color, sex, age, religion, national origin or 
handicap are not considered in the admission of treatment of 
students or in employment, in accordance with federal and State 
laws and regulations. 
APPENDIX L 
FREQUENCY TABLES DESCRIBING STUDENT'S INTERACTIONS 
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APPENDIX M 
CORRELATION STUDIES OF THE RELATION BETWEEN 
THE STUDENTS DEMOGRAPHIC VARIABLES AND THE USAGE 
OF COMMUNICATION STYLES 
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Table M.l 
Used irF°fnnJeMe^bers-to-Stude!tmin^eractionsraCter1St1CS ^ Co™unic«1<>" Styles 
Communication Styles 
Demographic 
Variables 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
Without 
Voice 
Manual 
Signs 
Finger- 
spel1ing Gestures Wri ti ng 
Sex 
.18 
.15 
.13 .07 
.02 
.06 
.21* 
Age at Onset of 
Hearing Loss 
-.06 
.11 
-.07 
-.03 .01 
-.02 .14 
Hearing Level 
.01 
-.24** 
.03 .07 
.05 .14 
.13 
Ethnic 
.30 
.06 .04 
.15 .14 .14 
.23 
Prescnool Attendance 
-.04 
.16 
-.04 
-.01 -.04 
- .06 
-.10 
Preschool for Hearing- 
Impaired 
-.01 
-.05 .08 
.03 -.14 
-.01 
-.09 
Present Type of 
School Program 
-.07 
.25*“ .02 .34*** 
-.24* 
-.05 
-.05 
Student Enrollment 
Status 
-.16 
.21* .10 
-.11 -.06 .07 
-.03 
Use of Hearing Aid: 
Wears aid 
-.05 
.02 -.01 -.16 .04 
.01 - 07 Type of aid 
-.11 .05 
-.13 
-.10 -.25** .02 .04 Location of aid 
-.01 -.16 .26* .26*“ .27** 
-.02 - .25** Frequency of aid use 
-.02 .27*“ 
-.10 -.30*** -.13 
-.12 
- .13 Hours aid worn in class 
Hours aid worn outside 
.01 .05 -.07 .01 -.04 
.06 
-.12 
class 
-.11 .18* -.17 
-.39 -.23*** 
-.15 -.17* 
Mother's Hearing Status 
.08 .01 .21* .38*** .22* .05 .05 
Father's Hearing Status 
.05 .05 .07 .37*** .13 .05 
-.11 
Motner's Education 
-.23* .11 .01 -.01 
-.02 
-.03 -.03 
Father's Education -.24* .09 .01 -.03 
-.11 -.08 
-.01 
Mother's Occupation .32*“ -.15* .06 .05 
.20* -.01 .07 
Father's Occupation .22“ -.10 -.02 .11 .10 .07 .13 
Student's Speech 
Intel 1igibi1ity 
-.09 .27*** -.05 -.30*** 
-.19 -.27*** -.26*** 
Note: Cell sizes range from 76 to 103. 
‘Significant at the .05 level. 
“Significant at tne .01 level. 
‘“Significant at tne .005 level. 
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Table M.2 
Correlations Between Students' Demographic Charactericnv* 
Used in Student-to-Family Members Interactions the Communication Styles 
Communicati on Styles 
Demographic 
Variables 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
Without 
Voice 
Manual 
Signs 
Finger- 
spelling Gestures Writing 
Sex 
.27“ 
.15* 
.21* 
.02 
.07 
-.02 .21* 
Age at Onset of 
Hearing Loss 
-.01 -.02 
.06 
-.04 
-.01 
.02 
.11 
Hearing Level 
.04 
-.21* 
.15 
.08 
.12 
-.06 .15 
Ethnic 
.23 
.13 
.19 
.11 
.28 
.11 .17 
Preschool Attendance 
-.02 
.05 
.05 
.10 
-.03 
.06 
-.05 
Preschool for Hearing- 
Impaired 
.01 
-.05 
.09 .04 
.17 .04 
-.07 
Present Type of 
School Program 
.04 
.08 .04 
.27*** 
-.10 
-.08 .01 
Student Enrollment 
Status 
-.15 
-.01 .05 
-.01 
-.01 .03 -.09 
Use of Hearing Aid: 
Hears aid 
Type of aid 
-.05 
.01 
-.10 
.10 
.01 
-.05 
-.09 
-.11 
.01 
-.32*“ 
-.01 
-.10 
.03 
Location of aid 
.01 -.14 
-.26* 
.20* . 13* 10 07 Frequency of aid use 
.04 .31*** -.14 
-.33*** -.16* -.11 
- 11 Hours aid worn in class 
Hours aid worn outside 
-.15 .19 .02 
-.01 -.05 -.02 -.09 
class 
-.15 .16* 
-.09 -.38*** 
-.22* 
-.11 -.16* 
Mother's Hearing Status 
.26* .09 .22* .21* .13* .08 .08 
Father's Hearing Status 
.21* .12 .11 .20* .06 .08 -.09 
Mother's Education 
-.22* .10 -.03 .02 .01 -.13 -.05 
Father's Education 
-.29*** .01 .12 .01 -.10 
.12 -.08 
Mother's Occupation 
.29*** -.12 -.02 .05 .14 .09 .11 
Fatner's Occupation 
.21* -.01 .22“ .04 .14 .03 .18* 
Student's Speech 
Intel 1igibi1ity .07 .32“* -.25*** -.38*** -.26*** -24*** -.25“* 
Note: Cell sizes range from 76 to 103. 
‘Significant at the .05 level. 
“Significant at the .01 level. 
“‘Significant at the .005 level. 
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Table M.3 
Correlations 
Used In Deaf 
Between Students' Demographic Characteristics and the Communication Stvles 
Student-to-Student Interactions 
Demographic 
Variables 
Communication Styles 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
Without 
Voice 
Manual 
Signs 
Flnger- 
spel1Ing Gestures Writing 
Sex 
-.01 -. 14 • 
.13 .12 
-.01 
-.12 
-.02 
Age at Onset of 
Hearing Loss 
-.05 
-.09 
-.15 .09 .01 -.04 
-.01 
Hearing Level 
-.03 -.01 
-.06 
-.06 
-.19* .20 
-.10 
Ethnic 
.05 .10 .22 .16 .09 .19 .17 
Preschool Attendance 
-.05 .05 
-.11 
-.12 -.04 
-.05 .01 
Preschool for Hearing- 
Impaired .06 .05 .04 
-.10 -.14 -.14 .07 
Present Type of 
School Program 
.13 .15* 
-.08 
-.32 -.22*** -.04 .06 
Student Enrollment 
Status .08 .01 
-.01 -.08 -.13 .04 .09 
Use of Hearlnc Aid: 
Wears aid .04 .18 
-.10 -.02 -.11 .11 .10 
Type of aid 
-.02 -.13 -.06 .12 -.02 .05 -.02 
Location of aid -.07 
-.09 -.06 .12 -.02 .05 -.02 
Frequency of aid use .03 .13 .03 -.15 -.14 -.14 .02 
Hours aid worn In class .08 .17* 
-.02 .08 -.05 .04 .12 
Hours aid worn outside 
class .12 .28**" -.03 -.23** -.27*** .05 .12 
Mother's Hearing Status 
-.05 -.04 . 17* .07 .11 .18* .13 
Father's Hearing Status 
-.05 -.02 .11 .07 -.10 .14 .17* 
Mother's Education -.08 .02 .16" .02 -.03 -.09 -.12 
Father's Education .16 .09 .21* -.11 -.03 -.22** -.05 
Mother's Occupation .06 -.02 -.02 -.07 .02 .06 .09 
Father's Occupation -.14 -.10 -.11 .11 .08 .26** .06 
Student's Speech 
Intel 11g1b11Ity .04 .29*** .02 -.21 -.19* -.19** -.12 
Note: Cell sizes range from 76 to 103. 
•Significant at the .05 level. 
••Significant at the .01 level. 
•••Significant at the .005 level. 
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Table M.4 
Correlations Between Students' Demographic 
Used In Student-to-Deaf Student Interaction 
Characteristics 
s 
and the Communication Styles 
Demographic 
Variables 
Communication Styles 
'- 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
Without 
Voice 
Manual 
Signs 
Flnger- 
spel1Ing Gestures Writing 
-.12 
.02 
.08 .06 
-.09 
Age at Onset of 
Hearing Loss N.A. 
-.10 
-.02 .10 
.01 
Hearing Level 
-.03 
-.01 
-.08 
-.12 
-.01 
Ethnic 
.05 .25 
.12 .19 
Preschool Attendance 
.01 
.04 
-.02 
-.02 .08 
Preschool for Hearing- 
Impaired 
-.13 .13 
-.12 
-.02 
-.08 
Present Type of 
School Program 
.23 
-.13 -.34**» 
-.25*** .00 
Student Enrollment 
Status 
.10 
-.07 
-.12 
-.23*** 
-.01 
Use of Hearing Aid: 
Wears aid 
.22* .04 
.01 -.19* .11 Type of aid 
-.24*** 
-.01 .13 .02 .14 
Location of aid 
.04 
.19* .09 . 18* 
-.02 
Frequency of aid use 
.18* -.14 
-.15* -.21* 
-. 12 
Hours aid worn In class 
.12 .05 . 14* 
-.05 .09 
Hours aid worn outside 
class 
.28«»* 
-.10 -.24*** 
-.31*** -.04 
Mother's Hearing Status 
.05 .10 .10 .45 .09 
Father's Hearing Status 
.02 .09 .09 .19* .03 
Mother's Education 
.03 .03 
-.01 -.04 -.10 
Father's Education 
.11 .07 
-.08 .00 -.24** 
Mother's Occupation 
-.08 . 15* .01 .06 .18* 
Father's Occupation 
-.09 
-.05 .07 .06 .28*** 
Student's Speech 
.30*** -.14* 
-.24*** 
-.16 -.28*** 
Intel 11g1b11Ity 
Note: Cell sizes range from 76 to 103. 
•Significant at the .05 level. 
••Significant at the .01 level. 
•••Significant at the .005 level. 
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Table M.5 
Correlations Between Students' Demographic 
Used In Hearing Student-to-Student Interact 
Characteristic 
Ions 
s and the Communication Styles 
Communication Styles 
Demographic 
Variables 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
W1 thout 
Voice 
Manual 
Signs 
Finger- 
spel1Ing Gestures Wrltlnq 
Sex 
.02 
-.15 .01 
.09 
.01 .07 
.17 
Age at Onset of 
Hearing Loss 
-.07 .04 
-.01 
.20 .04 
.08 .08 
Hearing Level 
.01 
-.01 
-.21 
-.08 
-.13 .01 
-.20 
Ethn1c 
.08 .24 .47 
.21 .18 .10 
.22 
Preschool Attendance 
.08 
-.01 
-.10 .12 .07 
-.07 
-.17 
Preschool for Hearing- 
Impaired 
.08 
-.01 .00 
-.01 .04 
-.13 .06 
Present Type of 
School Program 
.11 .17 .09 
-.26** 
-.16 
-.11 
-.21 
Student Enrollment 
Status 
.10 .09 .02 .03 
-.20 
-.30*** 
-.26* 
Use of Hearing Aid: 
Wears aid 
.05 .17 
-.07 .04 
-.14 
-.13 .09 
Type of aid 
-.02 
-.01 .06 .02 .04 .36*** . 19 
Location of aid 
-.08 
-.08 -.16 
-.12 -.07 
-.16 
-.16 
Frequency of aid use 
.01 .32** -.09 
-.28* 
-.06 -.07 .08 
Hours aid worn In class 
.06 .14 
-.09 .27** .19* -.18 
Hours aid worn outside 
class .14 ,40**« 
-.12 -.38*** 
-.01 .04 .04 
Mother's Hearing Status 
-.06 
-.10 .16 .11 .03 .04 .02 
Father's Hearing Status 
-.06 
-.13 -.01 .04 
.03 .05 .10 
Mother's Education 
-.09 .08 .13 .18 .05 -.07 
-.22* 
Father's Education .27 .05 .23 .02 .06 
-.06 
-.21 
Mother's Occupation -.07 
-.18 .16 
-.01 .02 .01 -.17 
Father's Occupation 
-.21 -.01 -.07 
-.03 .11 .24* .23* 
Student's Speech .04 .19* .04 -.19* -.17 
-.36*** -.15 
Intel)Iglbll1ty 
Note: Cell sires range from 76 to 103. 
•Significant at the .05 level. 
••Significant at the .01 level. 
•••Significant at the .005 level. 
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Table M.6 
Correlations Between Students' Demographic Character) 
Used In Hearing Person-to-Student Interactions sties and the Communication Styles 
Communlcatl on Styles 
Demographic 
Variables 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
Without 
Voice 
Manual 
Signs 
F1 ngei— 
spel1Ing Gestures Writing 
Sex 
.24*" 
.11 .17* 
.19** .17** 
-.07 
.11 
Age at Onset of 
Hearing Loss 
-.05 
-.08 
-.01 
-.10 .06 
-.02 .06 
Hearing Level 
-.10 
-.15* .24*** 
.15 .14* 
.06 .15* 
Ethnic 
.12 .15 .13 .06 .11 .15 .17 
Preschool Attendance 
.04 
.09 
-.05 .05 
-.01 
-.05 
-.06 
Preschool for Hearing- 
Impaired 
-.08 
-.06 
-.02 .04 
-.09 
-.06 .08 
Present Type of 
School Program 
-.04 
.21*** .11 -.27*** 
-.19** 
-.26*** 
-.13* 
Student Enrollment 
Status 
.02 .09 
-.05 -.07 -.04 .03 .07 
Use of Hearing Aid: 
Wears aid 
-.04 
-.03 -.02 
-.25**" 
-.12 -.13* -.08 
Type of aid 
-.13* .21*** -.24"** 
-.15* -.21*** .02 -.15* 
Location of aid 
.01 -.25*** -.01 .09 .10 .10 .08 
Frequency of aid use 
-.07 .41*** 
-.07 
-.22*** -.17* -.26*** -.18** 
Hours aid worn In class 
-.01 .09 .08 .21*** .02 .04 
-.15* 
Hours aid worn outside 
class 
-.09 .17** .03 -.22*** -.20*** -.24*** -.21*** 
Mother's Hearing Status 
.19"* .03 .08 .35*** .32*** .17** .10 
Father's Hearing Status 
.19** .07 .02 .38*** .27*** .18*** -.01 
Mother's Education 
-.22** .01 .04 .02 .10 -.06 .12* 
Father's Education 
-.21** .03 -.03 -.01 -.04 -.10 .11 
Mother's Occupation .29*** -.19 -.01 .15* .03 .12* .05 
Father's Occupation .24"*" -.14" .08 .01 .01 .07 -.06 
Student's Speech 
-.10 .32*** -.08 -.25*** -.19*** -.33*** -.21*** 
Intel 1 IglbllIty 
Note: Cell sizes range from 76 to 103. 
"Significant at the .05 level. 
""Significant at the .01 level. 
»**S1gn1flcant at the .005 level. 
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Table M.7 
Correlations Between Students' Demographic Characterl 
Used In Student-to-Hearing Person Interactions 
sties and the Communication Styles 
Communication Styles 
Demographic 
Variables 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
W1 thout 
Voice 
Manual 
Signs 
Finger- 
spell Ing Gestures Writing 
Sex 
.16 
.11 
.15 
.28*** .09 
-.03 .03 
Age at Onset of 
Hearing Loss 
-.05 
-.04 
.00 .17 
.06 
-.01 
.05 
Hearing Level 
-.09 
-.12 .17 
.11 
-.17 
-.01 .17 
Ethnic 
.21 
.22 .17 
.09 
.09 
.13 .30 
Preschool Attendance 
-.01 
.02 
.15 .04 
-.01 .01 
-.01 
Preschool for Hearing- 
Impa1 red 
.04 
-.05 
.15 
-.02 .18 
-.02 .04 
Present Type of 
School Program 
.02 .15 
-.01 
-.21* 
-.23* 
-.19* 
-.13 
Student Enrollment 
Status 
-.08 .17* 
-.05 -.04 
-.07 
-.12 .01 
Us3 of Hearing Aid: 
Wears aid 
-.03 .03 
-.20 
-.06 
-.06 
-.15 -.19* Type of aid 
-.05 .13 -.11 
-.12 -.24* 
-.12 .02 Location of aid 
-.16 
-.13 .23 .19* .11 .15 .08 
Frequency of aid use 
-.03 .40*** 
-.08 
-.15 -.16 
-.25*** -.14 
Hours aid worn In class 
.06 .15 .01 .21* 
-.01 .02 -.02 
Hours aid worn outside 
class 
-.11 .17* .01 
-.11 -.25** -.16* 
-.31*** 
Mother's Hearing Status 
Father's Hearing Status .17 .17 .10 .19 .26* .14 
-.03 
Mother's Education 
-.19* .06 -.06 .01 
-.05 
-.02 .06 
Father's Education 
.29*** .05 -.06 .01 
-.30*** 
-.02 .03 
Mother's Occupation .27*** 
-.25*** .06 .10 .17* .07 .08 
Father's Occupation .26*** .11 .15 .06 .20* 
-.01 -.01 
Student's Speech 
-.13 .38*** -.21* -.32*** 
-.43*** -.31*** -.28*** 
Intel 11 g1b111ty 
Note: Cell sizes range from 76 to 103. 
•Significant at the .05 level. 
••Significant at the .01 level. 
•••Significant at the .005 level. 
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Table M.8 
Correlations Between Students' Demographic Cha 
Used In Student-to-Hearlng Student Interaction 
racterlstlcs and 
s 
the Communication Styles 
Communication Styles 
Demographic 
Variables 
Cued 
Speech 
Speech 
Without 
Cues 
Speech 
Without 
Voice 
Manual 
Signs 
Finqer- 
spei1Ing Gestures Writing 
Sex 
-.10 
-.05 .2S» 
-.01 
.11 .06 
.02 
Age at Onset of 
Hearing Loss 
-.01 
-.03 .07 
-.OS 
-.01 
.02 
.11 
Hearing Level 
.02 
.02 
-.15 
-.OS 
-.08 
-.05 
-.07 
Ethn1c 
.05 .28 .28 .19 
.13 .29 .26 
Preschool Attendance 
.05 .11 -.27* 
-.06 .04 
-.09 .06 
Preschool for Hearing- 
Impa1 red 
.07 
.12 -.04 
-.6 -.04 
-.05 -.24* 
Present Type of 
School Program 
.02 .01 -.14 
-.37*" 
-.30*** -.08 
Student Enrollment 
Status 
.07 
.06 
-.09 .23* -.30** 
-.12 •.12 
Use of Hearing Aid: 
Wears aid 
.04 .24* 
-.20 -.07 
-.20 .06 
-.02 
Type of aid 
-.15 -.07 
-.14 
.32*" .04 
-.16 
-.05 
Location of aid 
-.06 
-.16 .34* 
-.08 .18 .01 -.04 
Frequency of aid use 
-.10 .21' -.29* -.17 
-.22* -.08 
-.06 
Hours aid worn In class 
-.06 .06 
-.12 .55*** .14 .16 .20* 
Hours aid worn outside 
class 
.10 .20» -.34* 
-.33*** -.25* .04 
-.21* 
Mother's Hearing Status 
-.04 .18 .14 .08 .21* .02 .18 
Father's Hearing Status 
-.04 .04 .12 .07 .18 
-.05 .10 
Mother's Education 
-.07 .01 .02 
-.01 .03 -.02 
-.02 
Father's Education .18 .10 .27* 
-.12 .10 -.16 -.17 
Mother's Occupation .04 -.17 .05 -.04 .12 .07 .05 
Father's Occupation 
-.11 -.01 -.06 .04 .03 .36*** -.10 
Student's Speech 
-.05 .35" • -.05 -.34*** 
-.20* -.40"* 
-.15 
Intel 1Iglbll1ty 
Mote: Cell sizes range from 76 to 103. 
•Significant at tho .05 level. 
••Significant at tho .01 level. 
•••Significant at the .005 level. 
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